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NIy Input

Twey ntadles comblning teacher qwstlonnaire, c¢lagaroen observatlon,
and pupdl Interviews were carrled ont contrasting formal and informal
Leachine practices in open-plan and conventional rooms. Study One sampled
17 teachers of classes including second year junior puplls; Study Two
sgampled 30 teachers, including 13 with 'mixed' teaching styles,

Ingleuncuts were chosen or designed and piloted to look at grouping
patlerns, currlculwn organization and deslen, movement and language,

Teacher attltudes were more discriminative than use of open-plan or
conventionad facillities, Formal teachers used class teaching significantly
more than Informal teachers. There was also a significantly greater
proportion of teacher talk in the formal classes; pupils were generally
cxpected to be qulet. Movement at pupils' discretion was not permitted
except for queulng for teacher attention. Formal teachers were usually
at the front of the room or at thelr desk. No framework for pupil choice
was provided. Small groups were used occasionally as an organizational
device, but did not include pupil planning.

Informal teachers structured a complex network of activities,
providing signiflcantly more simultaneously occurring activities and
opportunities for pupil cholce, including small group work involving pupil
planning. There was significantly more movement at the pupils' discretion.
Pupll talk was highly valued; over B0 percent of the language to which
the pupll was expected to attend was peer interaction.

Morning work was dominated by the 3Rs, afternoon by Art and Toplc Work.
Open-plan rooms led to significantly more small group work, pupil
talk, and simultaneous activities, though formal teachers reacted by setting

a single task for the entire class.

The use of various growings and the provision of a framework for
pupil cholice successfully discriminated among teaching styles and seem
concrete, intultively sensible, and manipulable variables useful in both

research and practical contexts.
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CHAPTER ONE
INFOTMAL EDUCATION:  RHETORIC AND RESEARCH

"W conjuwrate our verb as "I am 1liberal; thou art
pernissive; he has no standards'." (Sharp, 1973, p. 00)

CECTION I, ADVOCATES: THE POPULAR LITERATURE

A. _Introduction

'Informal t';‘dll(iélti@ﬂ'l is the umbrella term for the somewhat
parallel tul far from ldentlecal practices that have developed and are
developlrnge In oppositlon to the traditional, academlcally focussed
currleulums  Thls has been an International trend, though one whose
origing 1le in the work of teachers and schools independently evidencing
dissatisfaction with an educational atmosphere they have felt to be
dehumanized and lrrelevant. To oversimplify, the posltlons polarlzc
between the fraditional school designed to gulde 1ts pwplls to a
mastery of the scholarly disclplines and an appreciatlon of culture,
and the informal school that encourages 1ts pupils to interpret and
partleipate in the diverse and changing world around them. The
tradltional school is well-established. Most of us have attended them.
The Inforual school 1s far from established. Many adults have never
been 1n one. In place of thirty pupils sitting in straight rows (Adams
and Blddle, 1970) engaged in questlon-answer-feedback sequences with
the teacher (Bellack et al., 1966), the informal educator posits a
model which emphasizes the dignity and judgment of the lndividual pupil.

Those who advocate informal educatlion hope to initiate a new vision of

lMany American authors use the appealing term "cpen education' to refer
to what we shall call 'informal education'. For the questions we
conslder, using the word 'open' 1s likely to confuse methods and
facilities. Throughout this study we will use 'formal' and 'informal’
to refer to teachlng practices. 'Open-plan' and ‘conventional' will
refer to the spaces within whlch these practices occur.

9



the clagsroom. o far that viglon ls hauzy.
Busels and Chlttenden (1970) put the problem succlnctly:

...thers 18 no_single document to which one can turn to discover
what /informal/ education "really is" (p. 14).

The terms themselves are often confusing. The reader can usually assume
that 'open-gpace schools' refers primarily to the bulldirng deslgn, but
‘open plan', 'open classrooms', and 'open education' are more amblguous.
Tn an interview with one Head Teacher, Corrie (1974) wag told, “open-
plan only describes the bullding., It doesn't describe the teaching
that's taking place inslde 1t" (p. 13). Yet even within the ares of
building description the reader may easily become confused. Architects
use the term 'open plan' to label a design that "provldes an area or
series of areas without any interior walls" (Sargent, 196k, p. 223) in
contrast to the 'loft plan' which is a "structure with interlor
partitions that can be taken down and reassembled to alter the slze and
shape and grouping of spaces" (p. 224) and also in contrast to the
deslgn labelled 'planned variablllty' which is an spproach "which
attempts to buiid into the structure itself the basic spaces of
different slzes and types" (p., 229). Most parents and teachers would
refer to all three of these bullding designs as 'cpen-plan’.

For those attempting an informal education in cpen-plan rooms,
not only the terminology but also the programmes themselves vary, a8 a
brief look at the claims of the proponents will make clear. A
questlonnaire asent to parents of pupilsin open-plan schools in
Saskatoon (Kindrachuk, 1970) suggests that the key features of the
programme in open-plan informally-oriented schools are "the concepts
of individualized instruction and continuous progress" (p. 13).

Berson (1971) emphasizes family grouping, an integrated day, and an

10
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integrated currteulum,  Open-plan archlteetare and toam teaching are
consldered the slpnifleant clements by Momettl et al. (1972), harth
and Hathbone (1969) provide a larger catalogue of components,
nmphaolzing programme rather than facilitiesr "What is open educatlon?
Some of the phrases used to deseribe the notion include frea day’,
"{ntegrated day', 'integrated curriculum’, "{nformal clasaroon®,
A!dﬁvﬁjﬁﬁmﬁﬂtal clamaroom’, 'letcestershire model’.™ The Cumberland
Mucation Committee (1973) would differ with at least some of the
erlteria 1lsted above, most notably with "Integrated day" and
"integrated curriculum"t "Not all schools In an Open Plan situatlon
have an integrated day" (p. 1). "A11l members agreed that there
ghould be & finite Scheme of Work for Mathematles throughout the

entire school” (p. 5).

B. _The Claims for Informal Education

GCiven this conslderable interest in informal education, in what
ways 1t 1s reckoned superior ° . the traditional approach to educatlon?
These will be conoldered beiaw in geparate sections on the dignity of
the individual, discovery learning, integration, flexible growping,
choice, and enjoyment.

1. The Dignity of the Individual

Most educators would agree that one of the prime concerns of informal
education 1s to foster the dignity and uniqueness of the individual
(Plowden, 1967, p. 25; Featherstone, 1967¢, p. 17; Moorhouse, 1970,
pe 4). The goal for the pupll is to help him develop a reallzation both
of hls own personal worth and of the worth of each individual., For the
teacher 1t means a minimization of class teaching in favour of growp

learning and individualized instruction, and an adoption of the various

11
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practicen outlined below. Ingtead of belng a coerclve authority the
tencher becomes an aotive partner planning for and encournging pupiln
to progress along dlfferent routes toward personally sppropriate goals.

2. _Discovery Learning

Diccovery learning, with its emphasls on the learner's participation
in forming the gquestlons and purposes which direct hls activitles
(Dewey, 1938, p. 67), 1 the most frequentlv recomnended procedure to
achieve thlg individuallzed approach because 1t 1s belleved to be
child-centred and 40 maximize curlosity and originallty (Holt, 1964,
especially pp. 119 and 175; Wilson, Stuckey, and Langevin, 1972, p. 115).
Blackle (1967) putk it conclselys

The aim of all this exploration of the world in primary schools

1s to use the natural curlosity of children to help them to

discover how full of interest the world ls and to begin to learn

how to look at 1%, what questions to ask about it, how and where

to £ind the anewera, This is what being educated 1s and a child

so educated need never be bored or have a dull moment, ' That is

the tremendous objective which the modern primnary school has

set wp (p. 105).
Part of the reason advocates claim the chlld 1s never bored, never has a
dull moment 1s that the child 1s motivated intrinelcally) instead of
reading pages 13 to 22 as asslgned by the teacher, he is searching for
an answer to his own question. He 1s no longer a passive recipient of

knowledge; he is an inquiring, initlating learner,

Integration

Informality can lead to three types of integrations integratiom of
the school day, integratlion of subject matter, and integration of
experlemnces.

From the practical viewpoint, the integratlon of the achool day
makes it easler to share scarce resources and easler for the teacher to

arrange time with the individual pwpil. From the child's viewpolnt, the

12
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Integrated day means that Anstead of following the rowtins cwile of
bells, the day can reflect his ow natural rhythms (Bxowra and Pxecdous,
| 1%48), Sone children nay arrive st school keen £ocomtinue aproject
stazted ye sterdsy wlth classmates; others myy prefor & quiet read dn
the library corwer) an exitin incldent on the way to g Mol nay spux
at11l others to begin the day writing or painting. The i ntegrated day
mkes £ p ossible for each of theser children 4o wak at nis oin speed
An hls owrL chosen way,

Irtegrating the dlsciplites gives a wholeéness to the learning
Droctss that informal edicators clalm 1s lacking in mare <ompar-tnemtallzed
curzlontla (Rogexs, 1969, p« 71)e The teacher guides #he chidd o
diverge sources so that the answers he formy) ates wili ac Inowledze diverse
fac ety of his questiomns. Kallet (1965 comnexta on the ¢ Mldren's

« o @pparint relization (comelows or not) of the fxilldty and

dJager of drawm artifidal bourdaxies in the reslm of thelr

exper-lerce of the worldd, There s 7o clear demampat-ion be-kween

the child's eploration of WMe surroundings and #he Sraduall pIoc s

of unoverdng his Amer torld snd discoverlng how it ls redated 1o,

ard hov it is inlependent of, the world aitside €p, 73) «

0rosely Intertwined with the integration of discply ms s the
mlacEn o lndegrating of eperencas,

Ve teachors are noxs concerned with a balance of oxp otlees--

1iter-ary, =molentific, creative, sesthetio, praoctna) ; awd splxitwak--

then with subjects, axd noxw salth the wholemess snd harsny of growth=-
physscal, Antellectual, soclal, and emopional-~than Wik Lrstavetion

aridl acadendc learning zmar’hgﬁse. 1970, pv 14).

The InFormal edwcator would mot limit experieme to the £ev Tohaviours
unally evidenced in the stertotjpe txaditional clisa gt ting!
1igtindng, reponding, xeading, witizg, compuilng, ami ootaslornlly
dra¥ingg or palnting. He wauld Lnetoead provide the encpyr-iemnt, -the
Tegainesea, ard the conterxt for a wide range of experdiemas fle vowld,

for oxsapl-<e, oncourage the pupils 40 consider monanens talk =

13




6,

natural adjunct to learning, to conslder inquiry and initiation a
natural pupil occupation, and to consider fallure and disagreement moxe
of a challerge than a termination, Resouxrces avallable to pwpils would
include, for example, a wide range of audio-vigual alds and a coplous
assortment of creative and manipulative matexials. The context he
would tuild requires a more detalled explication than a few examples

can provide; 1ts key component ls flexible growing.

Accoxding to Allen (1972), when asked the advantages of open-plan
roons, 'flexibtility of grouping' came within the top two considerations
for both principals and teachers in his British Columblan sample (p. 47).

This flexibility of growping has both admini strative implications
and practical applicatlions. Administratively, the gpen-plan, informnal
school 1s unstreamed and practises fanily or vertical grouplng (RiAgway
and Lawton, 1965). In Malmo, Sweden the hetexogeneous principle extends
to the integration of educationally handicapped pwp ils in normal schools
(Rodhe, 1972, p+ 95). Advooates claln that these pollicles encowragse
the child to associate with a vider range of companions and workmates,
and hence aseist him in forming a variety of xelationships that will
mnke his school 1ife richer and will, hopefully, prevent the prejudice
that denles the dignity of the individual. Practical spplicatloms of
flexible growing include planning experiences for pwils as individuals,
as nembers of pmall groups, as a class unit, and in combined classes.
Team tesching facilitstes flexible growping (Shaplin and Olds, 1964)
though the mogt useful format ig a tepic of debates Some argue that
tinmetabled team teaching assures a balarce of activitiem for each pupily
others argue that timetables destroy flexibility ard herce that informal
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arrangenents between teachers are preferable. At its best team teaching
allows the teacher to develop his strengths and glves the pwpil
opportunities for 1nteraction with more adults.

Though the composition of administrative growps such as "classes"
is as heterogeneous as possible, learning groups in informal classroons
are frequently selected by the pupils themselves!

Children growp themselves in these classroomg very nuch as they do

in a nelghborhood or on a playground-~on the basls of common

interests, comparable skills, and personal compatibility, Teachers
personalize the educational progranmn accordingly (Berson, 1971, D, 13)

. __Cholce
For the pwpil the change fron the traditional to the informal
classroon can be summarized by the word ‘cholce's Few schools allow
totally fres choice to all pwpils all of the tine, but the informal
school substantlally charges the amount and the quality of the cholce
avallable to the puplls The integrated day allows him to select the
sequence and pace of his activitliess discovery jearning allows hin to
gelect the questions he would 1like to explore) the integrated curriculum
allows hlm to seek evidence from various disciplines; the integration of
experlernces encourages him to select the materlals he will want and the
“oidums he will use to express himgelf; flexible growping allows hin to
gselect his working companions and perhaps, with tean teaching, even to
choose which teacher to consult,

¥hen the pwpil is making so many of the declsions it ia hardly
surprising that carefully structured informal classroomns are considered
happy environnments.

6,

_Enjoyment -

In view of the compulsoxy nature of education, one of the greatest

advantages claimed fox the informal classrcon 1s that 1t leads to greatex
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enjoyment of school and of learning ’(Bafth; 1970). In the words of a
Lelcestershire.Head Teacher whose Victorian building has been 'opened':

Ve shall measure our suc:-3s by the increase in interest our
_children have in the world around them, by their happy and easy
assoclation with each other and with us, and by their standards
of what 1s good (Stanley and Stanley, 1970, p. 58).

Featherstone (1967b) helps explain the assoclation between enjoyment
and learming, using mathematics as the example:

By giving children an opportunity to explore and experiment--
play if you will--and by putting teachers in a position where

they can watch children amd talk to them about what puzzles or
intrigues them, good British primary schools are producing classes
vhere mathematics is a pleasure, and where, each year, there are
fewer and fewer mathematical illiterates (p. 20).

C. Prac Jce Hithout _Theoxy

Though some advocates claim that informal educatlon is "based on a
body of nev theory and research on how children do and don't learn"
guided prinarily by the werk of Plaget (Gross and Gross, 1970, p. 71),

others syggest that it is the frult of fifty years of evolution of

Rat‘nbane, 1972) led by the Infant Schools (Mason, 1970). Hawkins (1969)
explains that "those involved have been too busy with the maln task to
commit much enexgy to the discipline of educational theory” (p. 4), but
suggests thét_ now there is enowgh experience avallable to make a fresh
theoretical f@rmulatian necessary and rewarding.

Cremin (1961) gives a comprehensive account of progressiviem 1n
Anerican education, suggesting that practice drew on several different
bodies of theory and had several lines of development, which faxr from
pregenting a coherent framework, were often contradictory, Informal,
or 'open' education may well show similar strands of theory, but a few

enthusiagtic claima to the contrary, at this point there is no articulated
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body of theory to explain and confirm the value of informal education.,
Without the perspective and coherence a theoretical base would provide,
the attempts to implement an 'informal classroon' have naturally been
varied. Comsequently, much of the 1lterature on informal education
takes the form of descriptive or anecdotal accounts by enthusiasts

(e.g., Marshall, 1963; Richardson, 196l4; Dennison, 1969; Gross and Gross,
19693 Konl, 1969 Featherstone, 1971; Murrow and Murrow, 19713 Vebver,
19715 Hubbard, 19723 Sharp, 1973). Some of the most useful of these
experientlal accounts have appeared as'anthclcgias in which each chapter
has been written by a speciallst focussing on specific lssues (Mason,
1970; Rogers, 1970; I/D/B/A/, 1971; Rathbone, 1971; Rogers and Church,
1975; Spodek and Walberg, 1975). Even these nmore authoritative accounts,
however, lack the unity of a cohesive philosophical argument or the

solid evidence of a carefully concelved plece of research.

_The Queries about Infornal Biucation

We have then two models for the classroom: one the traditlional,
scademically-focussed model and the other the informal, experientially-
based model, It seems reasonable to ask four practical questions at
this point.

First, what does the traditional model value that may be neglected
under the informal model? The traditional approach 1s devoted to the
development of the cognitive abilities of 1ts pupils and to the trans-
nisslon of what is generally referred to as our 'eultural heritage'.
Since these are not the primary values of the informal spproach, how
do they fare? At the most obvious level, they lose time. Tdime which
the traditional environment devotes to the aéademic subjects will in

the informal environment be consumed by expressive activities. At a
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The real secret of any method is the teacher's )
devotion and enthusiasm... . (Marshall, 1963, p. 181)
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more basic level, the tradltlional values lose central status. The
recognized dlsclpllnes become less recognlzable as Toplec and Language.
learning process. If the informal environment spends less time on the
baslcs and values them less, can 1t poseibly accomplish the same
standard of achievement as the traditional classroom has?

Setting aslde the question of whether the informal classroom
accomplishes what the iraditional one accomplishes, our second question
1st Do the claimed bsnefits of the informal environment come to
frﬁiﬁian? Advocates assert that the informal classroom fosters
creativity and inquiry and produces children who anj@f school and
learning. Does 1t?

Third, how do the teachers feel about the informal anvifeﬂméﬁt?
The tradltional model ig the one they have experlenced as pwplls and
the one for which moat of them are trained; it has the advantage of
familiarity and it 1s considered respectable. In juxtaposition, the
informal model has the advantage of novelty and it is consldered
fashionable. There is no doubt that coping with mixed ages and abllitles
is taxing. It may have'a@peal in print, but will the classroom teacher
Judge it worth the effort? The teacher will have to evaluate not only
her own comfort with the approach, but also the benefits and deficits
for the pwpills.

And fourth, what does actually occur in an informal envirorment?
The proponentes of informal educatlion ask for a radical departure from
the traditional model., Do they in fact obtaln ﬁew models of interaction,
new relationships, new pupll values and attalnments or in fact, 1s the
‘radical' only rhetorical? Will the classroom itself evidence only a

shift in emphasls and not a fundamental change?
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SECTION II. PROVING YOUR POINT: PREVIOUS RESEARCH

The four questlons posed by the anecdotal literature provide a
ugeful framewark for a critical review of the research on informal and
cpen-plan educaii@nal In spite of the prominent anecdotal literature,
there have been few research efforts. And unfortunately, of those few,
most suffer from major {laws in conceptlon, design, or analysis. We
i1luminate the weak polnts in an attempt to remind both the reader and
the intending investigator that so far our knowledge is scant. The
11terature 1s distinguished more by the differences not found than by
dleeriminations successfully made. Hopefully we can learn from the
srrors of others; so far we can clte only 'suggestive indications', not

conclusive evidence.

As

An early approach to the evaluation of informal schools concentrated
on the 'product'--what children had learmed in the traditional academlc
sreas. This was in . irect response to the anxlety of parents and some
teachsrs that in experimenting with less formal approaches they were
galin in such nebulous skills as declsion-making and problem-solving. One
of the earliest such prcduc£ evaluations (Lovell, 1963) involved a two-
part ctudy assessing the reading attalnment of over 2,500 junior school

rupils in pairs of schocls matched for parente' soclal class and rated

lin much of the research reported, the investigators appear to assume
that informal education and cpen-plan bulldings are synonymous. We do
not eupport that view, but will report their studlies in the sppropriate
gectlons alerting the reader by contlinued use of 'informal' to refer to
practices and ‘apen-plan' to refer to building type.
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'informal' or 'formal' by the Chief Educatlon Officer with the
assistance of the Senior Educatlonal Psychologist and the Local
Authority Inspectorate. Lovell concluded:

...overall there is no evidence whatever of any deterioration of

reading standards in informal junior schools. Although there 1s

no evidence that these schools bring superlor standards in reading,

they may well benefit their puplls in other ways (p. 76).

Gardner (1966) directed the administration over a twelve year period
of an extensive and intensive battery of tests to primary school pwplls
in judged-good traditional and experimental (1.e, informal) schools.
Puplls aged 6+ to 7+ were tested for the Infant School study and pupils
aged 10+ to 11+ were tested for the Junior School study. The battery of
tests included concentration, neatness in work, ingenulty, soclal
attitudes towards other children, interests, and free drawlng as well as
the more standard English, Readlng, Handwriting, Arithmetic, and general
information. Ignoring the clear difficulty of maintaining a coherent
research effort over a 12-year period with changing personnel (while
acknowledging the benefit the framework must surely have been to her
students), the results were inconclusive. "It should, however, be
pointed out that it was in only four out of the 264 tests glven at the
Junior School stage that such a very high degree of significance was
found and 1t d1d not occur at all at the Infant School stage of the
study" (p. 4%0). The four tests which wexe significant (free drawing,
ingenuity, composition, and English Paper 2) favoured the informal schools.

Flanders (1954), who s well-known for developing interaction
analysis, found in a study of 31 social studies and mathematics classes
containing 12- and 13-year-old pupils that teachers he referred to as
*4ndirect’ én the basls of the verbal interactlon patterns In the

claseroom produced significantly higher achlevement results in those
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areas. Though the Flanders Interaction Analysis Schedule has been widely
used and reported on, there has bean some question as to whether the
classes investigated represented a 'formal' versus 'informal' description
or whether distinctions were being made within 'formal’ teaching
practices (Dunkin and Biddle, 1974, pp. 112-113; Bemnett, 1976, p. 17).

As part of an evaluation of tha twa'qpenfélan schools in Saskatoon
(Kindrachuk, 1970), the cognitive achievement of the pupils in the apen-
plan schools was compared with the achievement of the pwils in the rest
of the Saskatoon system, The Canadian Test of Basic Skills was
administered to pwils in grades 4 through 8, It 1s difficult to
interpret the results since statlstical tests were not carried out and
since the mean I.Q. score (Lorge Thorndike Intelligence Tests) for the
pwils in the open-plan schools was conslstently lower than for the
pupils in other schools in the system. However, the mean gains in cne
year reported for grades 5 through § all showed the open-plan schools
lagging; whether the lag is significant (statistically or practically)
1s difflcult to judge from the data provided.,

¥hile most of the studies comparing open-plan and traditional
schools had found and would find no significant difference in the
performance of the puplls, one study (Sackett, 1971) compared sixth
grade puwplls in an American cpen-plan school, a conventional school,
and a departmentalized school using the Lorge Thorndike Intelligence
Teat for I.Q., the Iowa Tests of Basle Skills for achievement (both
administered by the teacher), and Coopersmith's Self-Esteem Inventory
(admi@istared by Sackett) and reported that the open-plan school was
slgnificantly lower in achievement than elther the conventional or the
departnentalized schools and further, that the self-concept mean in

the oper-plan school was significantly lower than in either the
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conventlonal or the departmentalized school,

Allen (1974) 1like Sackett (1971) was interested in a broader profile
of the pwpil than the achievement test alone could give, He compared
pupll achievement, attitﬁde, aﬂa self-esteem in open-plan and conventional
classrooms, He administered the subtests for Listening, Mathematics,
and Readlng from the Cooperative Primary Tests (Form 23B), the subtests
Teacher, School Subjects, Soclal Structure and Climate, Peer, and
General from the School Sentiment Index (Primary Level 1970), and the
Davidson and Greenwood Self-Appralsal Scale to a sample of 437 grade 3
puwplls from 14 schools. The subtests Word Meaning, Paragraph Meaning,
and Arithmetic Computation from the Stanford Achlevement Tests
(Intermédiate;II Battery, Form Y), the subtests Teacher, Learning,

Soclal Structure and Climate, Peer, and General from the School
. Sentiment Index, and again the self-sppraisal scale were administered
to 355 grade 5 puplls from 15 schools. Unfortunately his analysis was
1limited to a serles of one-way analyses of variance contrasting open-
plan and conventlonal classrooms within each grade level separately.
Thls gpproach revealed no significant differences between grade 3
pupils in open-plan and conventional classrooms on the a@hievamant tests
or the self-appraisal scale. The grade 3 pupils of open-plan schools
had more favourable attitudes toward thelr -teachers than did pwils in
conventional schools. At the gradé 5 level, therqpenéplan pupils did
slgnificantly better on two of the three achievement tests (Woxd Meaning
and Paragraph Meaning), but had less favourable attlitudes toward learning.
Other comparisons at the grade 5 level wexe not significant.

Nelther the proponents nor the cpponents of informal education orx

open-plan schools can clailm comfort from the research literature on

academic comparisons:
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No significant difference in reading attainment between formal
and informal Junior School pupils (Lovell, 1963);
No significant differences shown in a host of tests administered
to Infant and Junior pwils in formal and informal clasges over
a twelve year period by Gardner (1966):

A possible lag in the achlevement of the puplls in grades 4 to 8
in the two Saskatoon open-plan schools (Kindrachuk, 1970) 3

Significantly lower achlevement in the open-plan school in
Sackett's (1971) study;

No slgnificant difference in the achlevement scores of third

grade puplls, but open-plan pupils significantly better on two

of three achlevement tests administered at the fifth grade level

(Allen, 1974). :

In a more recent study finding greater pupll achlevement in
formal classes, Bermett (1976) suggests that the issue is not formallty
versus informality, but rather elements within the classroom situation

such as curriculun organization and time gspent on content areas that

produces swperlor learning results. (See "Miltiple Perspectives," belows)

B, . Other Pupll Outcomes

texrms, rather than solely in the academic terms that the traditlonal
achocl espouses, -Wilson, Stuckey, and Langevin (1972) tested 11~ and
12-year-olds in two informal and two traditional Canadlan schools.

(It 1s difficult to consider their sample representative since one of
the informal schools was a lab school housed in a tradltlonal bullding
and the other lnformal school in the sample was new at the time of
testing.) The investigators used the semantic differential to assess
pupil attitudes toward school, teacher, self, learning, and "school
last year", the Torrance Minnéaat; Teste of Qreativity to assess
productive thinking, and two questionnaires to assess curiosity. The

rasults showed that "in all cases, the attitude of the [Anformal/ pwils
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was more positive toward school than the attitude of the controls" (p. 117).
However, there was no significant différEﬂce in curiosity amorng the
rroups, and somewhat surprisingly, students from the new informal school
ranked lowest of all on the creativity measures. The authors add that
further examination of the data indicated that creativity tended to
increase in proportion to the length of time spent in an infornal
setting, Once agaln, the data sugzest that the Informal school matches
the traditlonal school in product, but there 1s no outstanding evidence
of 1lts swperiority.

Haddon and Lytton (1968) contrasted informal, progressive teaching
with more formal, subje'iﬁceﬁtred teaching in a study of 211 eleven- to
twelveayéér—oids matched for Verbal Reasoning Quotients and socio-
economic background. They found that pupils from the informal schools
were slgnificantly superior in divergent thinking abilltles. Relterating
that they were not comparing 'good' and 'bad' schools, "but good schools
which operate with a somewhat different emphasig" Haddon and Lytton
conclude, "the most strikingldiffereﬁge lies in the degree of emphasls
lald wpon self-initiated learning" (p. 179). Hypothesizing that the
effects of such different approaches to 1egrning would still.bé
measurable regardless of the type of secondary school attended, Haddon
and Lytton (1971) traced and retested 151 of the original 211 pwpils
four years later. (The children were atténding seven different schools:
1 boys' grammar scheol, 1 girls' grammar school, 1 mixed grammar,

1 comprehensive, and 3 secondary modern schools.) "Our main prediction
that pupils who had experienced an informal as opposed to a formal
primary school would be significantly swperlor on tests of ITA (Divergent

Thinking Abllity) at 15 years of age was convincingly swported" (p. 146).
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Ramey and Piper (1974) analysed the responses of children in an
informal and a tradltional school to thé Torrance Tests of Creatlve
Thinking. Ten ahildren were randomly selected from grades 1, 4, and 8
at each of the gchools for a total sample of 60 children, Analysis of
variance revealad significantly superlor nean scores at each of the
grade levels mepsured for the children frum the informal school on
each of the fouxr subscales of figural éraativitg; fluency, flexibility,
originality, aad elaboration., Analysis of verbal fluency and i‘lexibiliiy},
however, revealsd that at each of the grade levels measured the chlldren
from the traditional classrooms produced swperior mean scores. The
difference betwsgn the schools on verbal originality was not signlficant.

As evidence of the changlng role of the pupil in informal schools,
Brunetti (1971) presents a table showing that a sample of 445 high
school pupils with Independent Study in gﬁe,n—glan schools rega}rted
nore self-direction and independence than 332 piwpils with Independent
Study in conventlonal classrooms who in turn reported nore self-
direction and independence than 329 pupils ln conventlonal progranmes
in conventional rooms (pe 10)« It is difficult to inmtexpret the
figixres glven, beyond relative magnitude; neither statistical data nor
the form of the puplls' responses are reported, We also cannot be
certain from this aeé@ﬁnt that the three growps of "high school®
pwils are similur in age or other demographic varlables. Unforbmatel;y,
the same is true of other tables presented by Bxunetti, but it may still
be worth mentioning the interesting responses fxom pipils in three
elementary schools. Over half of the puplls in an individualized
programmé in an vpen-plan school and in a conventional programne in
conventional classrooms reported the 'class too noisy nost of the tine';
in contragt, leas than a £ifth of the puplls in a conventional programne
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in an open-plan school reported that thelr class wao too nolsy most

of the time. The pattern was similar for 'distracted most of the time!
(p. 13), The author suggests that two factors help explain the
regponses: flrst, the carpeted floors in the open bulldings compared
to the tile floors in the conventional nmchool and "second, 'commons'
areas in the open-plan school provided teachers with addltional space
to geographlcally separate pgsaible nolse generating activitles while
most activitles in the conventlonal school were confined to each 900
square foot classroom" (p. 14).

Myers (197l) investigated the hypothesis that puplls in open area
situations would perceive thelr teachers' roles and thelr own roles
dlfferently than pupils in conventional classes. To test this, he
administered his Ideal Teacher Checklist composed of 66 teacher
characteristics, which had been developed for earlier studies. Data
are reported for 62 pupils from grades 3 through 7 in an open-plan
school and for 271 pwils from grades 3 through 7 in conventional
clasérocms in a more traditional 8cnools " Myers' data are lnadequately
and selectively presented, but it is of interest to note that the open-
plan pupils rate the top three characteristlics of the Ideal Teacher as
‘Makes interesting assignments', 'Trusts hls students', and 'Is eager
to help when I need it' while pwpils in conventlonal classrooms

characterize their Ideal Teacher as 'Gives everyone a chance to express

1The reader assumes that "...Grade 5 through..." (p. 103) ie a printing
exror since the Ns on pages 103 and 105 are equal and the text claims
".,.in the third grade and above..." (p. 101), This is important however,
since he states, "the age of a respondent has proved to be one of the
most powerful factors in his reactions to the characteristics on the
checklist" (p. 102). It is curious that the sample sizes from the two
schools are so disparate, especlally since the population Myers was
particularly investigating is the smaller pample. The checklist had

been in existence eight years (p. 101).
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himgelf', 'Administers punishment fairly', and 'Thinks all of his puplls
are lnpartant‘.' Myersclaims that the open-plan pupils learn to want
more autonomy and "to sec also a need for certain kinds of control by
their teschers" (p. 106).

Assessing pupil outcomes that are of value to the informal educator
nay be a contradiction in terms, The informal oducator thinke in terms
of the learning process, not the final product. Product measurement
has shown few differences between the 'progressive' and the 'traditional’
styles of education. Process mzasurement has yet to be tried.

Puplls are the school's ralson d'étre, but to consider only the
pupil would be to ignore the power structure of the school. Adminlgtrators,
teachers, and parents each have authorlty over the child. Consequently,
their attitudes can have a critlcal effect on the education the child

receives or shares.

o Bducators’ Attitudes

In the report already mentlioned, Brunetti (1971) briefly outlines
opinlons drawn from superintendents and teachers in open-plan schools.
Thirty superintendents who had initlated open-plan schools in American
achool districts identified four reasons for building these open-plan
achoolss

1. To better meet student needs through individualization

of instruction.
2, To better use teacher talents and time through cooperatlve
- staff organizatlon. ’
3. To allow for changes in organization and use of space over time,
4, To provide for an environment of change through experimentation
and innovation (p. 4).

Brunetti claims that by comblning these four points, we can see an
erphasis on the changing roles of the pupil and of the teacher.

To explain the changing teacher role, Brunettl presents data from
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110 teachers in open-plan clagserooms and 120 teachers in conventlonal
roomz showing that a higher percentage of those from cpen-plan rooms
felt they had high interactlon with colleagues on teaching, high
informal evaluation among colleagues, high self-control of thelr work,
and high job satisfaction (p. 19).

In a second report on the same data (Meyer, Cohen, Brunetti, Molnar,
and Lueders-Salmon, 1971), virtually the same conclusions were reached.

The reader must be especlally careful to remember the limitations
of self-report questlonnalre data: there may be discrepancles between
attitude and practice. Kohl (1969) verbalizes what many teachers may
have experlenced: "My béliefé in a free, non-authoritarian classroom
always ran ahead of my personal ability to teach in one" (p..69). Thus
the questionnaire data from the 230 teachers ls a gubstantial beginﬁing;
but requires caution in the interpretation and generalization of results.
This will become an even more crucial issue as lnvestigators turn from
the working relationships of teachers to the interaction of teachers
and pyplle.

An evaluation of two open-plan sclools in Saskatoon was carried
out during the year September 1968 to September 1969 (Kindrachuk, 1970) .
Teachers responded anonymously on a 5-point scale to a 23-item checklist
and to "six questions concerning feelings, advantages, disadvantages, etc.”
(p. 30) in the fall and agaln in the spring. Data on the number of
teachers and the charaeteriatiés of thelr responses are not presented;
there ig no evidence that statistical analyses were undertaken.
Nevertheless, the-authars claim that the responses indlcated that open-
plan teachers "increasingly agreed" that there was a tendency for pupils
to be more interested in school, that students seemed to develop broader

interests, that skllls are not neglected, that there are greater
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opportunities for individualization (ps 30) and that a definite place
remains for the formal lesson taught to an entire class (p. 31). They
also felt that open space was hard on the teachers' nerves (pe 31),
though that may be partially a reaction to the first year of cperation.
Parents' attitudes to the school and thelr child's progress were
also sollcited by questionnalre. Summarizing the responses of the
156 parents who replied (we are not told what percentage this represents),
Kindrachuk (1970) reports that more than half the parents felt thelr
children were more interested in school than they had been before and
about two-thirds of the parents thought thelr children were developing
more outside interests stimulated by the school programme (thus

supporting teachers’ irrqpressigns)g A "large nmajority" wanted their

~children to make choices from a variety of teacher-suggested activities.

Allen (1972) set out to "discover common practices in cpen area
clagsrooms in British Columbla and to determine whether any of these
were assoclated with teachers' perceptlons of success" (p. 9), He sent
questionnaires to superintendents, principals, individual teachers and
teaching teams in a randomly selected Fifty percent of the schools with
open areas in the district and received relatively complete data
(responses to superintendent, principal, teacher, and team qusstiunnaires)
for 186 teachers. To check the valldity of questionnaire responses,
half day observations and unstructured teacher interviews were also
conducted with 27 teachers at elght elementary schools. Two limitations
are evident in the sample. First, of the 62 cpen areas in the sample
22 had been in cperation for less than one year (ps 13). Both teachers
and pupils in these new schools were likely to be experlenclng orlentation
problems that may be more a function of newness of situatior than of

open-plan schools per se. (This increase in the incidence of open-plan
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aschools of approximately 35 percent durlng the year 1970-71 enphaslzes,
however, the importance of research into thelr effects.) The second
limitatlion is thatlug percent of the teachers in the sample were not
volunteers (p. 27) and significant differences were found between the
responses of vclunteers and non-volunteers on several questionnalre ltems.
In view of these two limltatlons, 1t 1s not surprising that the
findings reflect a discrepancy between the 1ldeals in the educatlional
literature, and the reality of these teachers working in a changing
educational environment. Two discrepancies are particularly pertinent.
First, from the 27 teachers observed and interviewed, Allen reports
that the "most frequently mentioned bellef relating to student learning
was & rather surprising one in view of recent trends towards integration
of subject areas at all levels of schooling. It was that students learn
best when subject matter 1s distinctly divided into currlculum areas
such as social studies, language arts, sclence and mathematics" (ps 67),
The second area of dlscrepancy relates to individualized and independent
learning. While most teachers though that independent learning was
preferable to teacher-dependent learning, they seemed to 1limit the
independence to the subject areas they consldered secondary in importance
and/or to variation in sequence or pacing of set content. "There were
very few exceptions to the notion that individualization should be
delayed until basic language and mumber skills had been developed" (p. 67).
Allen's tables of the advantages and dlsadvantages of the apen-
plan roome as seen by teachers and principals (pp. 47-48) indicate that

both the teachers and the principals valued the opportunity for increased

attention. On the other hand, both teachers and princlpals were

concerned that some children were distracted and that the nolse level
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was higher Jln the open-plan classroom.

Tuo of Allen's conclusions from the questlonnalre data are of
special interest:

Perceived increases in student and student-teacher interaction

appear to be major factors In teachers' posltive evaluation of
thelr open areas.

Time spent in mediun-sized growps results 1n lncreased PEICSPtiGn

 of nolse as a problem and less favourable evaluations. There is

a positive relationstiip between tire spent in medium grows and

years of teaching. (p. 64)

To investigate the relationship between attitudes and practices
anong Junior School teachers, Telford (1970) solicited data from a
growp of 147 teachers (53 male and %% female; 23 rated progressive,

101 average, and 23 tradltional) in a sample stratified for school slze,
economlc status of catchment area, and geographic distribution witbin
Durham County, Teacher attitude was measured by a 4 ltem Likert-type
questionnaire; classroom practices were elicited in a 15 to 30 minute
teacher interview.. Such an imerview 1s a questionable vehlcle to use

to assess teacher practices. Teacher comments are likely tc be a
mixture of what she actually does, what she would like to do, and
perhaps alé@ what she percelves the interviewer would like her to be
doing. The investigator has no sure way of distinguishing these three
strands in the interview situation., Hence the guestionnaire and the
interview are actually two techniques both of which will reveal the
teacher's attitudes. Telford reports that "very little effect on
attitude and practice was recorded for the variables oft clasg and
school slzej year group taught; age; sex; or status of the teacher within
the school” (p. 223). He also concluded that teachers were "inconsistent
in their classroom practice regerding progressive or traditional

behaviour" (p. 203). His finding seems to echo Flanders' (1964, p. 233)

32




2l ,

comment that the teacher rated 'indirect' has the actlvitles of the
'direct' teacher wlthin her repertolre.
Reiterating a theme common to most observers of lnformal, open-
plan classroons, Allen (1972) stated,
In all observations students appeared happy and were busily occupied
with their tasks. There was no visible sign of stress on the part
of the teachers who continued to function in a relaxed and efficlent
manner under the watchful eyes of the observers. The observers, all
exgerienced non-open area teachers, were partlcularly lmpressed
by what they described as a relaxed and informal but workmanlike
atmosphere (p. 69).
Something was impressing visitors and teachers 1n informal environments;

investigators would have to look in other directlons to discover the

discriminating differences.

D. _Observed Behaviour

The reéults from testing and questioning had been less than inspiring,
yet the favourable reports from those who had visited informal class-
roome implied strongly that there were definite differences between
the tradlitional and the informal school. Systematlc observatlon was
an obvlious next step.

In early 1970, a research team composed of sixteen pecple, malnly
elementary principals, conducted a direct study of the learning setting
in four open-plan and three traditional elementary schools in York
Gounty, Ontarlo (Burnham, 1971). It is especially disappolnting that
this team made the basic mlstake of confounding bullding and style effects.
The three control schools claim goals for thelr pupils "egsentially
identifiable with those of open education" (PgEEB)—. Though the goals
of the cpen-plan schools are not explicitly stated, items tabled such
as 'Pupil successfully initiates activity which reflects his personal

interests' clearly reflect an effort to discriminate between formal and
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informal practices. Though nine members of the team "were trained in
clacsroom observation technlques” (p. 23), the results are tabled in a
yes/no format under the heading "Found in the majority of...open plan/
control” schools with no further detalls provided. They report,
however, that neither the majority of open-plan nor of traditlonal
schools allowed pupils the opportunity to share in decisions that touch
them closely though toth types of schools gave the pupil the opportunity
to display personal responsibllity. Observers judged, however, that
the pupils in the ~ontrol schools dld not make good use of this
opportunity to display personal responsibility. In the majority of
onen-plan schools but not of control schools puplls successfully
initlated activities reflecting their personal interests. Again, in
the majority of cpen-plan schools but not of control schools, puplle
ralsed pertinent questions; in nelther type of school, however, did

the observers believe that the pupils demonstrated that they had
mastered the skills needed to discover their own answers.

Ellison, Gilbert, and Ratsoy (1969) with data from observation in
an open-plan and a conventional school (grades 4 to 6) considered the
teachers' utilization of time, and also verbal interaction using the
Flanders system of interactlon analysls. They found that teachers in
the conventional school spent more time on organizational routine while
teachers in the open-plan school spent more time observing other

teachers, interacting with adults, and in moving from area to area.

‘No differences were found between schools in time spent presenting

information or time spent in instructional supervision "which writers
on team approaches to instruction intimate should exist" (p. 19).
Their findings about the size of groups frequently used in open-

plan and conventional schools are particularly interesting and foreshadow
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those of Gump (1974). Large group instruction accounted for 0.8 percent
percent in the open-plan school; medium group instructlen accounted for
84 percent in the conventlonal school compared with 75 percent in the
open-plan school; small group activity accounted for 25 percent 1n the
conventional school conmpared with 12.5 percent in the open-plan school
(pp. 19-2C). There were "no differences between the schools in the
amount of individual attention given students" (p. 21).

In a study of two open design and two traditional schools (grades 1
and 2, 5 and 6), Gump (1974) examined ‘environments' and pupil behaviour.
He found that the use of minor adjacent sites (l.e. reading niches and
seatwork spaces at the same base) did not differ among schools (p. 585)
and that puplils were rarely glven leadership opportunities in any of
the schools (p. 589). Perhaps more interesting are the findings on
grouw size which support those of Ellison, Gilbert, and Ratsoy (1969)
above. "Ideally, the increased frequency of large combinatlons at the
gpen school should enable an increase in small subgrowps such as the
reading group. ...No lncrease occurred; small groups were slightly
less frequent in the open schools" (p. 588). If combining classes for
large groups does not free a teacher for small groups, then it would
seem there 1s a serlous flaw in at least one of the rationalizations
usually offered by 1ts proponents.

Lueders-Salmon (1972) observed a sample of 22 colleglal (as opposed
to hierarchical) teams in open-plan schools and 11 teachers in conventional
classrooms, finding that the open-plan classrooms were more active, as
measured by the amount of mavemeﬁt not directed by the teacher and the
proportion of time children spent in eduéational games, éQGPETative
work and "doing" versus the proportion of time children spent ln waiting,
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listening or passive, and the proportion of time children spent in
large groups,

A prevalling problem in all research, but particularly in open-
plan research, 1s the separation of the effects of different variables.
As Luedesrs=Salmon notes, "since only teams were studied in the open-
gpace structure it 1s not possible to distingulsh the effects of open-
space structure from the effects of teaming” (p., 63). In falrness,
Lueders-Salmon was working within a framework at Stanford Unlversity
where this confoundlng was ra "~onallzed:

Our findings thus represent the combined effects of open-space

arrangements and team-teachling crganization. Thils research design

was chosen as cur starting point because 1t seems clear that the
organization plan underlying the open-space school both requires

for its effectiveness and is intended to enable cooperation among
teachers" (Brunetti et al., 1972, p. 88).

It should alsarbe noted that the Lueders-Salmon (1972) study has
not successfully specified a single unit of analysis, relylng instead
on the teacher in the conventional classroom but the team in the open-

In an interesting though very small scale study, Innes (1973)
gathered two 10-minute specimen records on each of 15 pupils (drawn
from 3 classes) by observing them once in an open setting (free choice
environment) and once in a closed setting (specific assignment given).
"Although none of the analyses of variancé reached significance they
revealed a strong tendency for there to be more variance between open
and closed settings for the same children in the same classrooms than
between different children in different classrooms" (p. 39).

The educatlional environments in elementary schools differing in
programme openness and architectural type were examined by Figher (1974)

in a study of the Language Arts classes of 1ll-year-old pupils in 30

30



28.

elementary schools in one southern Ontarlo district. He used a 29-item
teacher questionnaire, Dimensions of Schooling (DISC), to quantify
programme openness (1.,e, informality), an 85-item pupil and teacher
questionnaire, My Language Arts Class, to measure soclal climate, and
five one-hour observations of teacher-pupil groups that ylelded data

on 15 teachers and 90 pupils (3 boys + 3 girls from each teacher's
language arts class). A cautlonary note before citlng results reported:
Fisher's sample includes 15 schools distributed over six cells
representing open-plan and conventional schools rated low, medium, and
high on programme cpenness; 7 of the 15 schools are categorized 1n the
conventional/formal cell while no schools represent the conventianal/
informal cell, It is a puzzling research design. He reports, however,
that pupils in cpen-plan settings had higher scores on 'unengaged' and
“in transit' and lower scores on 'watching and/or listening' to pupils
(p., 12)., There were no significant differences in the am?unt of paper
and perncll seatwork. Pupils in open-plan settings used visual projectors,
audio equipment, hand tools, zonstruction materlals, and games more and
the blackboard, meps, and charts less than pupile in conventlonal settings.
The social climate scales showed no significant differences on
difficulty, democracy, or competition, but pupils' scores on diverslity
of activity weére positively related and scores on formality were
negatively relgted to informality. Pupils in open-plan settings had
higher scores on diversity, pace, and friction.

The small-scale study utilizing few measurement technlques can be

‘ugeful if the investigator's review of the llterature ylelds the lnsight

that makes 1t likely he can illuminate a problematic dimension of the
previous efforts. In general, however, we are more likely to find

significant answers to the complex questions facing educators if we
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adopt more complex investifating techniques: a combinatlon of evidence
from interview, questionnalre, testing, and observation provides a

fuller and more accurate picture than any of them in lsolatlon.

B, Multiple Perspectlves

Thowgh facile to suggest, a study combining evidence from varlous
sources ls not easy to implement. Attempting a multi-faceted approach,
Kindrachuk (1970) used pupil, teacher, and parent questionnaires, the
Canadlan Test of Basic Skills, and the written logs of the principals
of the two cpen-plan schools. Unfortunately, the life-span of the
Open-Space Committee conducting the research was not long enough to
permit appropriate analysis of the data. Pupil questionnalres arrived
too late to be included in the main work, so they were tallled and placed
in an appendix, but were not subject to statistlcal analysls or
commentary. The teachers' responses to the 23-1tem checklist plus six
questlions are tabled under the headings "General Opinion" and "Opinion
Change from Fall to Spring" without detalle of the total teacher
population and response rate, and with no indication that statistical
testé were carried out. The data from the 156 parent questionnaires are
‘adequately though generally reported, but we have no idea what response
rate the 156 questionnalres represent or how a two parent family was
requested to complete the questionnaire(s). The data from the Canadian
Test of Basic Skills are not interpretable, since no statistical analysis
1s reported; the mean galn over the course of one academic year is lower
for the qpenﬁglan schools at grade levels 5 through 8, but so is the
mean I,Q. The principals' logs, had they been fully reported, would
have been of primary value in substantiating and illuminating the responses

given and the results obtalned by the other methods. A promising start
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but no conclusion.
Acknowledging both our blas and the fact that no research effort
1s without flaw, the SSRC Teaching Styles Project (Bemnett, 1970)
did produce a more useful portrait of 1life in classrooms of varying
styles by gathering data from teacher questionnaires (871 schools),
classroom observation by both the research team and L.E.A. advisors,
pupll observation by the research team, content analysis of pupil
egsays, and pupll tests using both cognitive and affective measures in
a pre-test/post-test design. And unlike the 12 year lag by Minuchin
et al, (1969), the results were immediately forthcoming and readable.
In thias major, though controversial, plece of research two strands
have been focal, First, to break the pattern of dichotomous teacher
ratings, the research team developed a teacher questionnalre and
administered it to a census sample of 871 schools and then uged cluster
analysls on the responses to obtain groups of teachers similar in
practice. Twelve groﬁps were Inltlally delineated. Limited resources
necessltated a smaller scale though more intensive effort from that
point, The second part of the study included 37 teachers and thelr
classes representing 7 of the clusters which had been selected to lnclude
the two most formal clusters, the two most informal, and 3 with mixed
teaching styles. The academic achievement of the pwils in the wpper
Junlor classes was measured at the beglnning and the end of the year.
Using the 950 pupils rather than the 37 classes as the unlt of analysis,
statistically significant differences among styles were found favouring
the formal teaching methods. This method of analysis has been challenged
‘ (Rogers and Barron, 1976). Bemnett does not himself argue for a return
to formal methods, but citing exceptional results in one informal

classroom suggests "that careful and clear structuring of activities
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together with a curriculum whlch emphasises cognitive content are the

keys to enhanced academic progress" (p. 160).

F. _Informal Versus Traditional: N.S.D.?

After this conslderable expendlture of resources, where are we?

There has been no major piece of reséarch nor get of studles that
conclusively demonstrates an advantage for either the 'traditional’
approach or the 'informal' spproach. There ig nothing substantial to
convince the uncommitted and certainly no evidence strong enough to
convince the unbelleving,.

Previcus attempts 5ave proven unsuccessful for three reasons. First,
key variables have been carelessly defined; as has already been
11lustrated, the *cpen' school may or may not adept such practices as
team teaching, an integrated day, an integrated eurticulum, family
growing, discovery learning, or an individualized approach. (And even
once enumerated, these elements themselves are variously defined.)
Second, the research 1tself has been flawed in design, especlally in
sample selection, and in analysis. Third, most investigators have
propagated extreme images ﬁf‘a 'traditional' and a 'progressive'
clasercom, It 1s nalve to expect a solution to educational dilemmas
that clearly labels the ‘good’' and the 'bad', yet this has been the
form in which investigators have conceptualized the classroom in the
past: “Barr (1929) attempted to isolate the characteristics of 'good'
and 'poor' Social Studies teachers; Anderson (1939) maintained the
dichotomous thinking but changed the labels to 'integrative' and
'dominative'; Lewin, iigpitt, and White (1939) preferred the labels
'democratic' and 'autocratlic'; describing eiass;aam climate, Withall
(1949) distingulished the 'learnmer-supportive' from the 'teacher self-
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swpporting'; Cogan (1956) cpted for 'inclusive' and 'preclusive’ tea,.chers;l
while Flanders (1964) favoured 'indirect' and 'direct'; Bernstein (1968)
legitimlized 'open' and 'closed' schools; and finally moving into the
commen vernacular, Telford (1970) considered 'progressive’ and
'traditional’.

Yet when it came down to actually finding the much-heralded
'progressive’ teacher, investigatora have been dissppointed by their
scarcity. Cluster analysis of questionnaires from 1,258 wpper Junior
School teachers zeiraglad only 9 percent corresponding to the Plowden
model that Blackie (1967) and Rogers (19?9) had claimed was'prevalent
in 25 to 33 percent of British classes (Bennett and Jordan, 1975, p. 27).

These dichotomies have produced little progress eitiaer in our
way of construing the classroom or in our practice within it, |

SECTION III. A REFORMULATION: 'SITUATIONS'

A, _Introductl

orn

To point the way out of this long tradition of dichatamcﬁs images,
Bennett and his colleagues (Bennet and Jordan, 1975; Bennett, 1976)
develcped a typology of teaching atylea’f:‘ém a cluster analysis of
1,258 quest;annains completed by teachers of third ana fourth year
Junlor Echaéi‘pmila. They found that most teachers reported adepting
mixed strategles, though the more formal and informal styles were also

lcogan (1956) is. sensitive to some aspects of the problem. He states
that 'inclusive' and 'preclusive' are two separate variables, not halves
of a single continuum, and that he is labelling them more neutrally

than for example, "authoritarian, laissez faire, democratic, integrative,
and dominative”, He undercuta himself, however, by presenting affect-
laden tables (pp., 78 and 80) tying ‘preclusive’ with such terms as
'dominative’, 'aggressive', 'rejactant', 'self-centered', and 'hostile’
and tying 'inclusive' with such terms as 'integrative', 'murturant’,
'friendly', 'trustful', and 'responsive’. '
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represented in the éamlé. The characterization of teaching styles
along a single dimension does not accurately reflect life in the
classroom.

One of the major difficultlies is that the previﬁ;;s research treats
the classroom as the smallest unit of analysis when in fact thls seems
unfounded. It éeamé very likely that there are h@megeneaﬁé activities
across classrooms: one can immediately picture the entire class
gathered for a story, the small gre@ Wworking on a project, the individual
reading to the teacher. These activities may well occur in the class-
rooms of both the 'traditional' and the '‘progressive’ teaehg:z_-.bin
classroom climates that are 'warm' and -those that ave 'hostile's In
that event, the characteristics of the a:;tivity may be as 1npprt-ant as,
or more important than, the characteristics of the ﬁeagher or the
general classroom climate. o

To the extent that such activities alter the sooial situation into
which the child is placed, we can also ésgume they will have differing
effects won individual pupils. Raush and his assoclates were gmcng
the first to hegin empirical studies looking at such éf,_‘i;‘acta;

It can ‘be ‘seem that settings generally contributed mére information

and had greater effect on reducing predictive uncertalnty about

behavior than did individual differences among the children. In

this restricted sense, the social situation was a more important

determinant of social behavior than was the personality of the

~individual child. (Raush, Farbman, and Llewellyn, 1960, p. 325)

What they demonstrated was that the interaction of E;jbugtian and person
waé more influential than the sum of each taken separately and in some
cases than the combined sun (Argyle and Little, 1972, p. 15; Bowers,
1973, b+ 3215 Eodler, 1973, 2ps 299-300),

The emi&l problem for the educational researcher ies dgﬂning the
daily experiences within the clasaroom so that they are nelther trivial
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nor so complex that the practising teacher will find them difficult to
recognize as part of her standard repertoire; they must also be readily
discriminatéd by the investigator. For convenience, we will adopt
the generié label 'situations' to refer to these dally experiences

common to many classroonms,

B. Dimension Is

Srowp Size

A number of dimensions suggest themselves for defining this amaller
unlt of analysis, the "situation'. The difficult task is selection.
We turn to previous literature to see if it can suggest crucial
| dimensions that produce a guglitative difference in pupil experience.
Though few investigators have examined classroom activities; some have
offered 1lists or eatagaﬂéaﬂans of the elements common to :lnét’:;mtiangl
programmes (Perkins, 1964, 1965; Gump, 1967; Adams and Biddle, 1970;
Glbbons, 1971). The major guide these studies provide is their repeated
emphasis on the pupil's position within a growp, whether in a class,
with a limited number of his peers, or in tutc::ial-l

One va:iéble which seems to be affected by growp sige is the nature
and frequency of interaction. Dawe (193%), in a study of kindergarten
classes with populations ranging from 14 to 46 pupils, found that an
increase in gra@ slze was accompanied by an increase in the total
number of children who spoke (rﬁ.SE), but a decrease in the proportion
of the growp who spoke (r= -.58).

In a clinical setting, Hutt and Vaizey (1966) found that normal

lindead, experience in "alternative student groupings" is' consldered
so important in Sweden that it is one of the eight principles behind
the bj);ilding of open-plan schools in the Malmo region (Rudvall, 1973,
P lﬁ 1 , ’
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subjects showed progressively less interaction as growp size increased,
but became significantly more aggressive in a large grow.

In the nati:lral setting of a nursery school at the University of
Edinburgh, McGrew (1970) investigated the spacing behaviour of
20 preschncl children under four e;@erimental density conditions. The
four-cell ﬂesi_gn was baaedj on 100 percent and 50 percent of the class
size and on 100 percent and 80 percent "of the available classroom
spaces Supporting Hutt and Vaizey's (1966) finding, McGrew found a
trend toward lowered contact at higher social densities. She also
found that "differences in soclal density'were more potent in eliciting
ati.jus;bmenta in spacing behaviour than spatial density differences" (p. 204).

It has also been argued that the use of salf—aelee_tad small grows
provides a social situation that gives the pupil emotional security and
swport (Worthington, 1971, p. 60) with the implication that the secure
child produces better work and, not incidentally, is 1gm;ng valuable
social skills. Adams and Biddle (1970) affirm the e.agnitive value of
the small growp, reporting that insightful questions about "cause and
effect,” "reasons why," and “:at.ienalizatiana for,"” tended to gppear in
the peripheral growe rather than the central teacher-doninated grow
(pe 67) in the classrooms they studled, Anderson (1964) commenting on
conclusions from two conferences on the Middle Schocl co-sponsored by
the Bedford (New York) Public Schools and the Educational Facilities
Laboratories, suggests that "working, interacting grows seem to do beat
when composed of five to ei.ghi;. membara;..tﬂa discussion and valid
decision m;ing (as 1t nlgtes to individual 1@3::11:1;) is very difficult
when the nunber of participants exceeds twelve" (pp. 206-207). Besides
the social and cognitive values, Thomas and Fink's (1963) critical review
of .31 empirical. gtiﬂiaé of small grows suggests that the smaller the
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growp the more likely that individuals will be satisfied with the
discussion and with their own part in it (p. 378).

Concerning indications of actual practice, Bealing (1972) reported
data from a questionnaire study of ten percent of the Junior School
teachers (189 teachers from 39 schools) from two LEAs (one of which was
comprehensive) . Four-fifths of the teachers used a growp layout for
furniture with five to eight pwpils in a growp; less than one-fifth
rearranged furniture for different activities. Reporting on
questionnaire data recelved from 186 teachers in British Columbia,

Allen (1972) noted that about 39 percent of teacher time in open areas
1s spent with medium-sized groups, 28 percent with small growps, and
23 percent with individual pwils (p. 45). Unfortunately, no baseline
1s provided by teachers in buildings with conventional classrooms.

In a study of eix traditional third-grade classrooms, Gump (1969)
found that small growp segments produced a higher amount of pwpil
involvement than total class segments (p. 214).

Looking at the evidence for the use of amall groups in the
classroom, Dunkin and Biddle (1974) ‘summarize:

Results show that treditional classrooms épansi most of their time

in whole-class activities or in independent seatwork., Use of small

groups varles as a function of subject matter, ie greater in the
lovwer-grade levels and in multigraded classrooms, and is more likely
in classrooms cperated by younger teachers. Moreover, pupil...
involvement is greater in small grouwps, and the discussion there

is more likely to involve intellectualization, On the other hand,

small groups are more likely to involve themselves with nonrelevant

materials than is the classroom as a whole. ...these findings
swpport the idea that small growps should be encouraged in the
classroom, although their activities should be swervised by the

teacher so as to keep them on target (pp. 383 and 388).

In a study of mathematics lessons in six informal Junlor clasarooms
(Boydell, 1974), though individual pupil instruction was the most

popular form of teaching, interacting with the small growp did acocount
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for from 9 to 24 percent of the teachers' time. Focussing on individual
pupils in these same informal classes, Boydell (1975) found that pwpils
did engage in individual or growp HQII; with 1little supervision and
without the wasted time on which critics carp. She does relterate a
point familiar to teachers: it is difficult to organize small grow
activities to encourage sustalned, work—ériented interaction,

The smallest unit of teacher-pupll contact is individualized
instruction, The literature on individualized instruction is extensive.

Gibbons (1971) sugges‘té a categorlzation of programmes as active (teacher-

controlled), responsive (teacher-pwpil cocperative planning), or

vermissive (pupil controlled) (p. 27) and provides a useful way of

comparing programmes via graphic profiles. Perhaps an obvious point
is that individualized instruction requires a ratio of one to one, not
the usual thirty to one. For economic reasons most of the concern with
individualized instruction has focussed on the use of puplla to teach
other pwils (Lippitt and Lohman, 1965; Little and Walker, 1968; Lucas,
Gaither, and Montgomery, 1968; Snapp, 1970; Gartner, Kohler, and
Riessman, 1971; Niedermeyer and Ellis, 1971; Rosenbaunm, 1973). Information
on what !Eppens to pupils when the individual contact with their class
teacher 1s increased could not be found by Dunkin and Biddle (1974, p.' 389)
nor by this writer. This 1= a significant issue since as much or more
of the benefit of the peer tutoring programmes 1s incurred by the tutor
as by the tutee (Cloward, 1967; Frager and Stern, 1970; Landrum and
Martin, 1970).

After visiting schoole representing 'the best gmen_t ;p:éctigg‘
in 23 authorities over a two year period (1969-1971),. Rosen and Roaen
writes |

+sperhaps what 18 impelling us more than anything else ia the growing

awareness that children learn through talk and the way they do this
is complex and varied (p. 41).
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Informal educators would argue thaf the child in a teacher-dominated
class dlscussion has little opportunity to learn in this Ways

Yet our knowledge about what happens to the child when he is a
member of growps of various sizes is scant, limited to the relatively
general findings that growp size effects the frequency and quality of
interaction. Ve ::Eeeshize with Charity James (1968) that "growping is
not teaching: it is a way of making better 1earnins péssi‘ble“ (p. 68).
What goes unsaid in that simple statement is perhaps more important;
growp size 1s easily defined and also easily teacher-manipulated.
Further, growp size meets our criteria of being meaningful to the

teacher and easily discriminated by the investigator.

CsDimension IT Teacher Participation

A second dimension which we have reason to assume makes a difference
in the quality of the pupil's experience is teacher participation. Though
in general the teacher occuples a 'front-and-centre® position (Adams
and Biddle, 1970) directing and dominating verbal interaction (Bellack
et al., 1966), the role of the teacher can be extremely varied (Gump,
1967). But what happens to the pupil in the informal classroom where
he actually is encouraged to select and manage his own activities
largely without teacher direction?

There has been almost no research into teacher-less growps. We
did locate one small-scale study canéernad with teacher-less small
group dilscussion in secondary &gliéh (Mills, 1974). Twelve 16-year-old
pwils following an English CSE course volunteered *E.é participate,
forming three groywsa with four members each. The three treatment
methods, all conducted with the teacher absent during discussions, were:

1) write, 20-minute tape-recorded unstructured discussion, write;
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2) 20-minute tape-recorded structured discussion gulded by a
sheet of questions provided by the teacher but to be used
at the students' discretion;
3) 20-minute tape-recorded unstructured aiscussicm (no guestien
sheet). .
This same sequence was followed by each grouwp. The content was
provided by three poems whose sequence was rotated among growps. The
24 written compositions and traﬁaeripts of the nine dlscussions were
analysed. Hills:apa:ts favourably that izi- eleven out of the twelve
palrs of written compositions the second plece of writing increased
in length after the discussion (p. 14) and that analysls of the.cantent
of both the tapes and the compositions revealed "a clear advance of
understanding and even a dramatic improvement in ééme eaées" (p. 15).
His points are 'Elpgczted with excerpts from the pwils' pgpers and
taped discussions. He concludes that "the level of understanding
reached by the end of a dlscuseion is invariably greater than that
which obtained at the beginning. Whether it is greater than that which
would occur for all participants in a elass—teéching gystem of
organization, only further research could deternine" (p..19).

This is a challenge which those interested in infermsl Educa.tian
must consider.

Like grow size, teéchef participation meets the criteria we
specified for dimensions of a situation: 1t 1s easily defined; it is
meaxﬁ.ngful(fcr the tagcher;_ and it is easily discriminated by the
lnvgétigsta:. |
D,

_Another Facetl 77 pil Cholce

Another critical facet in the description of the classroom is the
element of pupll cholce, specifically his cholce of activities.
Rosenshine and F‘ig:st (1973) ciﬁim that the complete list of current
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educational 'shoulds' could only be guessed at, but in their three
guesses they include, "students should spend time 1nitlating activities"
(p. 161). Barth (1971) provides the rationalization for the 'should'

in his outline of assumptions about learning in an informal classroom.
He emphasizes that pupil cholce ensures motivation, that children will
learn if allowed cholce of materials and questions, that they will
often "choose to-collaborate in some way," and perhaps most important
that children have the "competence and the right to make siénificant
decisions concerning their own learning" (p. 98).

The natm:al‘ anxiety about pupil choice is that academic standards
will fall. Cronbach (1963) counters this, claiming that “"classes under
teacher control and classes with growp planning learn course materlal
equally'ue%lln.(whieh) means that teachers can afford to take time for
grow plamning. Time used for this purpose is evidently repald by more
effective learning in the time that remains" (p. 515). Coleman et al.
(1966, p. 323) report that their data suggest that the child's sense
of control of his environment 1s important to the early achievement of
all children, and to the later achlevement of children from disadvantaged
groups.

More reassuring than elther of these assertions 1ls the knowledge
that in the first instance it 1s the tea;‘:har who creates the classroom
environment. Since pupils cannot make cholces in a vacwum (Kohl, 1969,
DPe 99), it is w to the teaéhsr to provide the initial epportunities
and then to widen the areas of cholce by providing (and encouraging
pwils to provide) a larger variety of stimilating materials and to
increase the proportion of school time spent on puil-chosen activities

as appropriate (Muir, 1970, p. 18).
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Pupil opinion is clear in the tallies of pupll questionnaires
administered at two open-plan schools in Saskatoon (Kindrachuk, 1970,
Appendix 4). Over 77 percent of the pupils agreed to the statement
I 1ike the chance to choose my own toplcs to study.”

Pwpil éhair;e, a vital canpénént of the informal classroom, will
be investigated through teacher and puyill querles as well as
observation since it is difficult to judge from observation to what

extent the pupll activity is teacher directed.

£, The Sttuationo:

_A First Formilation

Since the definition of informal education proves so elusive, since
the dichotomous stereotypes of the 'progressive! and the 'traditional'
classroom appear to be accurate descriptions of so few classes, anﬁl
since previous research efforts offer a paucity of useful, slgnificant
findings, we propose to shift the focus to sltuations which may be
found in classrooms of differing philoscphlcal grieniatians; | Using our
two dimensions of group size and teacher participation provides an

initial matrix looking like this:

B T VT
Growp Sizes Teacher | Teacher

Individual

Small Growp (Ne2-6)

Medium Growp (N=7-12)
Large Grow (N=13-Class)
Gambined Classes

It is reassuring to note that many of the situations defined by this
matrix have been previously singled out and labelled by teachers,
presumably because they consider them important. For example, the

50




L2,

individual pupil working with teacher participation is usvally referred
to as a "tutorial' and without teacher participation as 'seatwork';
a small growp with teacher participation is referred to as a *seminar'
or 'group discussion' and without teacher participation as ‘project or
grow work'; the large growp with teacher participation is referred to
as a "class lesson' or 'recitation' while the combined classes will
most likely mean "presentation'. A(H'e thought 1t unlikely that we would
£ind many instances of sizable groups of children (a whole class for
example) working without teacher participation, but included them in
the matrix prior to actual investigation.)

Out of the rhetoric and the research we can begin to see a

profitable line for further inquiry.
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CHAPTER TWO
TWO STUDIES: METHODS AND SAMPLES

SECTION I. INTRODUCTION

From our review of the literature, the most profitable approach
to the questions raised by informal educators appeared to be the
situstions. Though Bemnett and Jordan (1975) delineated seven dimensiona
distinguishing the ‘traditlonal' and the ‘progressive’ classroom,
realistically we could sample only a few. We intended to concentrate
our efforts in the first instance on grow size (related to their
Factor II) and the presence or absence of teacher partieipatién,l and
in the second insfance on the quality of pupll experience, with
special attention to cholce (related to thelr Factor VI).

The research was conducted as two studles, begim:ing with an
exploratory study of 12 classrooms and continuing with a study of 30
further classrdoms. We will refer to these as Study One and Study Two.

Befaré Eeing eammittécl to a set schedule and procedure, the
investigator visited three schools, noted for elther thelr informal
approach or thelr smhitéeturally very open bullding, hoping to galn
new insight, to check the validity of the growping situations in these
contexts, and to gulde the decisions relating to the detalls of the
research design., Classes spanning the age range of the primary echool

were visited, Following these preliminary visits, the second year

junior level was selected for the study,l instruments were designed and

lgeveral factors were operating in this selection: both the Infant school
and the top juniors have been the focus of the bulk of the research on

the informal c¢lassroom. Though the work in that area is far from complete,
1t seems an appropriate time to begin consideration of children in the
middle years. A second year junior pupil would have already had one year
to orlent to the school 1f there were a major change (building and/or Head
Teacher) after the Infant School and yet this age would substantially
avoid any differences that might ocour because some of the schools still
participate in the 11+ examination system while others do not.
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pilloted, and arrangsﬁen%s were made for the gathering of data for
Study One (see "Procedures,” below).

Following the analysis amnd interpretation of the data from Study
One, a second study was desligned and carried through. This had a dual
purpose, First, it was intended to further clarify and confirm some
of the results from Study One. This included observation of the
teacher's use of slx growpings which had proved Qf interest; definltlons
of the grouwpings were reformulated in light of the results from Study
One, In particular, it was clear that growlng could be a function of
the furniture avallable; of the teacher's method of organizing assigned
work; or of an attempt to allow pupils the opportunity to plan, or
in some way affect thelr own work. FPFurther, it was evident that there
were many different contexts 1ead1ng to the individual pwil working on
his own, The definitions and the methods of recording the growings
took these eansiﬁe:atiens into account.

Our initial concern with pupll choice also evolved after Study One
into a closer look at the type of framework that the teacher might
provide. The pupll might be allowed cholce in one or more of such
areas ast when he does an activity, whom he selects for working
companions, where he uorks. and the materiaié»he selects for use,

Thus, the first paré of Study Two was concerned with refining and
narrowing the focus of Study One; 1t also sought to augment the sample,
Secondly, our focus shifted from general classroom patterns to

the experlences of the individual pupil. According to the advocates

of informal education, the quality of school 1life 1n the informal
 classroon will be different for the child, He i1l have the cpportunity
to work in grows of varying sizes, will be encouraged to interact

frequently with classmates, will view the teacher as someone cpen to
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his questlons, and will make some of the choices relating to his school
work. Thege emphases are pervasive; we might expect them to affect and
to be reflected in many aspects of classroom life, especlally the
language used. Language ls subtle; there are many ways it can be used
to create an "atmosphere” or set af‘e;@ec'taticns (Lewis, 19753 Barnes,
1969). Swch agpects of language use as who takes the initiative in
beginning a conversational exchange, and whose language is limited to
the role of response, seem both obvious and central to classroom
experience, @lasely related to the question of initlation 1ls that of
the type of discussion which results: does it take the form of a
succession of atatements of fact, of question, answer, and evaluation,
or of a more cpen-ended inquiry? All of these are directly related to
the expectations set by the teacher, and equally directly reflected
in the language environment of the classroom (Bellack et al., 1966).

To begin to study the experiences of the individual child, two
quite different approaches were decided wpon. First, we observed thé
language environment for individual children. Who interascts with the
child? At H’hc}se initiation? For what purposes? Séeﬂﬂd; ve asked
individual children about thelr classroom experience. What cholces
did they have? Which activitles seemed like work? What sort of
movement and talk were permigsible?

The instﬂm_entg chns_evn or developed for use 1n each stﬁdy are
described in the next section, f;suawad by an account of the procedures

employed, and a descriptlion of the saﬁgles gathered.
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SECMION II. INSTRUMENTS

1. __Teacher Questionnalres

T'vwo questlonnairea vere wused in the first study. One was selected
10 Jrovide baseline data on the teachers; the other was developed to
neasture teachers' attitudes toward the growpings (Appendix I).
Teather Background

To provide demographlc information such as age, tralning, teaching
exp éri ence, and class slze and to provide data on the teachexs'
attltudes toward educational issues, particularly formal and informal
nethods, a shortened version of the SSRC's Primary School Project
Teacthe? Questiormnaire develmed at the University of Lancaster was
admini atersd.l Itens were mitted’ for which data could be cbtained
fron the combination of conversation with the teacher, our observatlon
schetule, and ouwr Individual Pwpil Schedule (both described below)
ve loped to minimize teacher time expenditure. Part 3, "Opinions About
Elucstlon", was used in its enmtirety, It 1s ecn@@sgd of three sectlons.
The fixst sectlon, "Teaching Alme", la composed of nine items which the
teacher is asked to rate ona five-polnt scale from 'not important' to
‘egsential®s The next sectiom, "Oplnlons About Education Issues™, asks
the teacher to consgider such lssues as discipline, stieam;ng by ability,

grow woxrk, marking, and créétivity; rating each of 10 items on a five-

Ithe £Andings from the project for which thils questionnaire was developed
are reported 4in Teaching Styles and Puwpil Progress (Bemmett, 1976). We
will réfer to the instrument as the Teaching Styles Questionnaire,

%In Paxt 1 items 7 through 15 and in Part 2 items 10 through 28 were
omtted, A copy of the whole instrument 1s included in Appendix I.
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point scale from 'strongly disagree' to 'strongly agree'. The 10 itens
in the third section, "Opinions About Teaching Methods", directly ask
for the teacher's opinions about formal and informal teaching methods.
Agaln, she is asked to respond on a ipaint scale, from 'strongly
disagree' to 'strongly agree'.
Teacher Attitudes Toward the Growpings

The flrat stage of the stud,,:v was prefaced on the importance of the
grouping patterns in the classroom, Followirg a Kelllan (1963) view,
it was essential to discover the teachers' attitudes toward these
groplngs. It was anticipated that some grouwpings would be universally
used and gpproved: almost every teacher reads stories to the entire
class and almost every teacher has moments whem one child receives her
undivided attention, By contrast, some growings fit a stereotype:
the class lesson for the formal teacher; small grow instructlon fox
the informal teacher. Responses were sought which would begin to
delineate the groupings of agreed value amd the growpings that
dlscriminate between teachexs of conflicting views and practices.
The Pilot Instrument

The initlal effort went into adminlstering a written repertory
grid, similar to Duck's (1973), in which teachers were asked to rate
the growpings on conmstructs which they swplied (Appendix I). The
repertory grid technique was salected to measure how the teachers were
construlng the groupings both because it 1s relatively free of investigator
bias and because it allows the researcher to measure the structure of
the teachexra' responses, The investigator had used an oral triadic
elicitation procedure (Bannister and Fransella, 1971) during her
M, A. reseaxch whexre 1t took neja.:‘ly 4 hours to administer a grid fox

which 15 constructs were eliclited; that tine conmitment did not seem
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appropriate at this stage, so a written version was constructed that
could be completed without the investigator present.

Preliminary work with four teachers indicated that this procedure
was taking longer than warranted by the information gained, It also
seemed 1lkely that the grid would twurn into a no-response item if the
format were not altered.

Advantages and Disadvantages of the Growpings:

Since the objective was to discover teachers' attitudes toward
the growpings, a simpler format Aiisting the growping situatlons and
asking the teacher to swply 'advantages' and 'disadvantages' seened
1ikely to produce the constructs without the frustration of the more
corplex form (Appendix I),

The response on the simpler form was satisfactory. It could not
‘bg factor analysed as the repertory grid could have been; instead a
content analysis (Berelson, 1952) was carried out (Chapter Three),

2. General Pattern of Classroom Activities:
Obsexvation Schedule foxr Study One

To provide a record of growing patterns during one school day, an
observation schedule was designed for use by the investigator while in
the classroom, The schedule itself contalned a row for each five-mimate
period of observation and ten columns, one for each of the five growp
sizes (individual, small growp, nedium growp, large group, and conblned
classes) both with and without the teacher. Extra space was provided
for 'comments' (Appendix I), Entries were nade for each grouping being
used during the observation perled, indicating both the content area
and the number of childxen involved.

The observation schedule required a preclse definition of growp
size, but previous research provides no vcémman;ly agreed criteria.
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hutt and Vaizey (1966, p. 1372), for example, label grows of six or
fewer as 'small', groups of 7 to 11 as 'mediun', and grows of 12 or
more as ‘large', while Lueders~Salmon (1972) defines the 'small' growp
as one wlth 3 to 10 members and the 'large' growp as one with eleven
nenbers or more. Anderson (1964, pp. 206-207) elaborates the distinctions,
explaining that grows interact best when composed of 5 to 8 members,
12 participating,

The discriminations for this study were made on the basis of ease
of cfbsezvatiani';sraeﬁicai educational considerations, and groupings of
intereest in previous studies, 'Small grow' was defined as 2 to 6
puplls, a visually comfortable distinction for the investigator since
so many schools have metre square tables, round tables, or hexagonal
tables all of which accommodate wp to six comfortably. The medium
group was defined to include 7 to 12 pypils, in order to include
sltuatlons in which the teacher had divided the class into three
groups such as high, medium, and low ability settings. From an
educational perspective, a grow as large as 13 is unlikely to differ
substantlally in terms of the quality of pupll participation from a
congiderably larger grow. The vocal, dominant pupils would tend to
prevall while others remained silent; the teacher would find it difficult
to individualize instruction as she might with a smaller group. Previous
research interest focussed primarily at the two extremes of growp size,
Gump (1974, p. 588) proposing c@ﬂcepts and methods far méasuring
educational environments in cpen-plan and traditionally designed
prinary schools, and Ellison, Gilbert, ani Ratsoy (1969, pp. 19-20)
contrasting verbal interaction and teacher utilization of time in

open-plan and conventional wpper primary classrooms, claim that large
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combined class groups occur without an equal balance of small groups
in the open-plan setting; in Gump's sample, the small groups occurred
slightly less frequently in the cpen setting than in the closed settings.
Yet the asmall growp is the stereotype of open-plan activity.
For these assorted reasons, then, the growp slzes adopted for
the individual pwpll, o
the small growp composed of 2 to 6 pupils,
the medium growp composed of 7 to 12 pwpils,
the large growp composed of 13 pupils to the

entire class, and
5) combined classes.

this study were:

A

The other dimenslion considered was presence or absence of teacher.
Here we considered teacher participation within the growps and not a
more general monitorial role. For the 8- to 9-year-old puwpil, it is
reasonable to assume that the child's activities have been set, or at
least approved, by the teacher. 'Without teacher', therefore, does
not imply lack of swervision. If the number of teachers within the
sltustion exceeded one, then the total number of teachers present
vwas noted.

Activities were recorded in 5 minute sweeps beginning 5 minutes
after the beginming of the day ('a.m. commencement') and stopping when
the teacher told pupils to queue, tidy w, go out to play or dinner or
in any other mannex signaled the beginning of a major transition time,
during which pupll movement could be expected to be diverse and rapid
enough that accurate recording of group changes would be difficult.
Transitions were noted in the comment section. We were lookling at the
frequency of thé learning situatlons that do occur rather than the
managenent techniques that enable the teacher to place the children

efficiently within those groupings.
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Individual Pwpil Schedule

To provide data on the growing patterns occurring over several
days without necessitating the presence of the investigator for more
than one day, an individual pupil schedule was designed that could be
corpleted by the teacher. By asking the teacher to assume the role of
the researcher, data could be gathered over a longer period than
regources would have permitted for investigator observation. The
schedule was btrief and stralghtforward: clear categorles and blanks
to tick, not essays to write (4ppendix I).

The schedule divides the school day into four Parts? commencement
to a.m. break, as.m. break to dinnertime, p.m. commencement to p.m, break,
and p.m. break to ﬁgmat,ime- A tick in one blank provides data on the
slze of growp in which the pwpil is working, on whether or not the
teacher 1s participating, and on what the content area 1is.

For Study One, the activities of four consecutive schovl days
vere sampled by following four pwpils (2 boys and 2 girlé) in each
class through a day. The first child was observed by both the
investigator and the taa.chérg the teacher queried any unclear parts of
the form early in the day, and the afternoon was used to check reliability,
resulting in 85.6 percent agreement between the teachér and the obsgerver.
Three other individual pwpil schedules were left to be completed by
the teacher on the three subsequent school days.

Thus, the General Pattern of Classroom Activities observation
schedule provided an overall perspective on the activities of the entire
class for one day while the Individual Pupil Schedule portrayed the
actiﬂties. cf' four consecutive school days as experienced by four

different individuals, one per day.
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1. Teacher Questionnaires

In Study Two, two questionnalres were administered to provide data
on teacher attitudes and practices and to validate the observer's
classification of teachers as formal, mixed, or informal (Appendix II),
The Teaching Styles Questionnalre was agaln administered. The
instrument provides valuable background data as well as a measure of
teacher formality/informality.

A second questionnalire was also used. It had been develgped in
the American context by Walberg and Thomas (1971; 1972) working through
Training-Development-Research Aésoceia‘tes. Inc., commlssioned by the
Education Developnent Center, Newton, Maasachusetts and supported ‘by
the U.S, Office of Education. They caniuct_ed a content analysis of
the majox works related to open education (l.e., what we refer to as
'informal'), ranging from Tolstoy and Dewey to Richardson and Neill;
drafted "106 specific, explicit statements" (1971, p. 199); and
submitted them fa’.t comment to 29 prominent open educators residing in
North America. From their reactions, 50 ltems representing eight
doninant themes were selected for inclusion on the Teacher Questionnaire
and a parallel Observation-Rating Scale. These elght themes are:
Provisioning for learning including not only the material,
equipment, and furniture, but also the procedures and expectations
the teacher establishes along with the organization of time and
the grouping of children.

2, Humaneness characterized by respect, honesty, and warmth.

3. Diagnosis which determines the way the teacher guides and
extends the child's learning.

4. Instruction including the range of ways the teacher responds.
Seeking opportunitles to promote personal growth.

6. Evaluation for both the pupil's and the teachexr's benefit.
Self-perception or how the teacher views herself and her own role.

8, Assumptions or how the teacher views children, knowledge, and the
process of learning.

1.
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The 50 items are rated on a 4-point scale spanning from 'strongly
disagree' to 'strongly agree'.
_Observation-Rati:

2, _Scale

The 50 items on the Walberg and Thomas (1971) Observation-Rating
Scale parallel those on their teacher questionnaire thus providing a
comparlson for the data gathered’fz@m the teacher questionnaire.

In addition to observation, thirteen of the items require
clarification through conversation with the teacher.® For examle,
item #26 "Teacher usea test results to grow children for reading and/or
math," is difficult t@ respond tc accurately from observation alone.

The growings are usually obviocus, but the basis for them is not.

U.S., 21 open classrooma in the U.S,, and 20 open classrooms in the U.K.,
Walberg and Thomas (1972) reported that "it can be seen that Open
classes differ sharply from Traditional on 5 of the 8 criteria ...
Moreover, the differences between Open and Traditional teachers are far
larger than the differences found elther between aschools of different
socloeconomic strata or between schools in the United States and Great
Britain" (pp. 20§-207).

We are extendipg the use of the instruments from thelr sample of
Infant (5~ to 7-year-olds) classrooms into Junlor classrooms and from
l1ts American basis further into the Britlsh context by including
traditional as well as informal classes in the British sample.

The correlation between total scores on the Teacher Questionnaire

and the Observation-Rating Scale was .78, reflecting the faot that

lrhase thirteen items are asterisked in the margin of the instrument,
Appendix II. ‘
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observer and teacher ratings had a similar pattern, although cbserver
ratings tended to be more extreme.

de Growing, Framework, and Movement Observation Schedule

An observation schedule was designed to allow the rapid recording
at regular Intervals of the use cf slx grouplngs and of the framework
options (Appendix II)., The slx growings were:

With Teacher: Individually
Small Growp

Large Growp
Combined Classes

Without Teacher: Individually
Small Growp.

The framework teachers provided for pupll choice was divided into
six categories:
Timing (pace, sequence, and duration)
Partners
Location
Content (or discipline)
Activity (within a discipline)
Materials.
Framework 1s discussed fgrther in presenting the results from this
instrument (Chapter Five: Organization and BEvaiuation of the Curriculum).
It was recognized that more than one grouping and more than one framework
could be occurring at the same time. Space was provided for comments
on unusual or complex patternms.
The schedule was designed so that the duration of each growping
as well as major changes in theactivity of the claass as a whole could
be recorded.
In addition, teacher and pupil movement were assessed by global
ratings at the comclusion of the observation session. Movement was
rated on a 4-point scale ranging from 'no occurrence' to "frequent®,

Pypll movement, which could occur 1) under teacher direction, 2) with
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teacher permission, or 3) at the pupil's discretion, was divided into
five types:

1. movement to the teacher for any purpose from any locatlon,

2. movement for peer interaction or provisioning within the
pwll's gquadrant,

3. movement within the room,

4, movement within the bullding, but out of the room,and

5. movement out of the building.

There were thus 15 categories of pupil movement.
There were five categories of teacher movement:

1. remalning at her/hls desk,

2. remalning at the front of the room,

3. moving to individual pupils,

U, ecirculating among tables or groups, and
5. mupervising outside the room.

4, Language Observation Schedule

A second observation schedule was designed, piloted, and modified
to record pwpils' use of language in clagsroom contexts ranging from
formal to informal (Appendix II). The instrument allows for the
categorization of verbal utterances under the general framework of
initiation or contimuation, in keeping with the line of research
followed by such investigators as Flandera (1964, 1970) and Bellack
et al. (1966). We have not, however, followed their practice of using
the term 'response' since this connotes a passive interaction. While
initiation is by nature active, it does not follow that the succeeding
utterances will bé passive. 'Continuation' seems a more accurate label.

For each utterance, speaker and receiver are noted. The content is
classified as statement, question, evaluation, social (non-instructional
utterances such as greetings), or not clearly heard. Though these are
acknowledged as rough categories, the exploratory nature of our language
study made further refinement impossible, Existing classroom language
schedules, including that recently published by Sinclair and Coulthard
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(1975), are not appropriate for recording pupl”~ il interaction which
1s reputedly a central feature of the informal classroom. Following
the distinction made by Langer (1962), we also distingulshed between
the objective comments that form the bulk of our daily interactions and
the subjective expressions that reflect the individual's own perceptions
of experience.

The sequence and length of the exchange are recorded and a space
fér additional comments is provided.

Though 1imited resources madé it imposslble to gather reliability
data based on two observers or on repeated vislts, as would have been
desirable, 1t does appear that the instrument 1tself is relatively
facile to use. Using transcripts of language from primary classes
(Rosen and Rosen, 1973, pp. 44-48), there was a 90 percent agreement
between the investigatar and an assistant on the classification of
utterances. xl"i@st of the disagreement was caused by the difficulty in
asgessing the intended audience from transcripts in which there are

few context eclues and no visual clues.

2: Pupll's Pereepbion of School: Interview

A pwpil interview schedule was developed and piloted to provide
data on the pupil’s perception of school (Appendix II)., The first
page of the schedule lists 26 activities commonly observed during
Study One, each of which the pupil is asked to rate on a 5-point
'work/play' scale. This distinction was salected-since school is
commonly regarded as a place where one works (Jackson, 1968), yet
the value of play to cognltive development has been stressed (Bruner,
1973) and the informal educator also professes sgec’ié.l concern with the
child's enjoyment of school (Barth, 1970). To gauge the basis on which
the child 1s making the 'work/play’ discriminstion, after he rates the
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26 activities, he 1s asked why he considers various activities to
be work or play.

Items on the second page of the schedule were designed to focus
on the chlld's awareness of his teacher's expectations, as well as
hls own opportunlities for making decisions an& for expressing opinlons
or asking questions, These support data to be gathered from the
teacher questlonnalres, thus providing two perspectives.

Related questions were placed at intervals in the interview
schedule tp make regponses as independent as possible, The instrument
was designed to take approximately 15 mimutes in a one-to-one interview
sltuation. ‘The Antexview was tape recorded so that ratings could later
#he checked and so that constructs elicited relating to the 26 activities

could be transcribed verbatim for the content analysis (Chapter Five).

SECTION ITI. SAMPLE SELECTION
A total of 50 classes including 8-year-old pupils in 43 schools
were vigited on the recommendations of a county adviser, a warden of
a teachers centre, and a research officer for the Schools Council
Open Plan Schools Project. Twelve teachers were visited for Study One,

during the summer term of 1975

Formal Informal
Cpen-Plan Rooms 3 3 6

Conventional Rooms 3 3 6
6 6 12
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Study Two, conducted durlng the winter term of 1976, was composed

of 30 further teachers:

Open-Plan Rooms 4 8 5 17

Conventional Rooms rﬂrh 7 5 ) 13
8 13 9 30

At the conclusion of a full day of classroom observation plus
dlscussions with both the class teacher and the Head Teacher, teachers
were rated formal, mixed, or informal on the basls of the subjective

Judgment of the observer, who is also a teacher with experience in
American and British schools with puills spanning the 5- to 1l-year-old
primary school rarge. These subjective judgments were valldated by
teachers' responses on the Teaching Styles Questionnaire (Bennett,
1976), and in Study Two also by thelr responses to the Walberg and
Thomas (1971) Teacher Questionnaire.

The investigator made 1t clear to both the county adviser and
the warden of the teachers centre that thé competently run school
with caéable teachers of varying styles was the objective. Further,
when talking with the Head Teacher, the investigator explalned the
proposed research and acknowledged the strain thls might be to the
less secure teacher. At that point some Heads did decline to participate
since thelr teacher(s) of second year junior pupils would, in their
estimatlon, be unsuitable for or uncomfortable with the type of
observation required for the study. Usinrg this initial screening, we
found that only a few teachers had to be omitted from the study

because they appeared markedly less capable. It may be that they were
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uncomfortable under obsgervation, but in any event the activities
in the classroom seemed chaotic rather than coherent. Though the
observer remained for the entire day as scheduled, the data were not
uged, All of the teachers who were included in the two stvdles were

considered cap 51:_,1& ’

SECTION IV. PROCETURE

Head Teachers were contacted by telephone to e:@léin the purpose
of the research, ask permiasion to vialt, and set a date convenlent
to the class teacher, |

The investigator arrived at the school sarly enough to talk first
with the Head Teacher and then with the teacher, clarifying any points
that might have arisen since the arrangements were made and also
sollciting background data on the aschool and the staff.

1. Individual Pupdl Schedule

In the classroom with the teacher, the first and the seventh
child from the clasg;gmgiéi.sr Tistings of boys and of girls were
selected for in‘c.en:sive obgexvation, glving a total of four children
in each class. If the chi® . were absent or If the teacher felt strongly )
a particular child shouid not be observed, the next child down on the
register listing was selected. |

One of these four children was selected by the teacher for
obgervation that day by the investigator and by the teachexr who
independently fillgd out the Individual Puwpill Schedule on the chlld.

At some point -dur.ing the day, usuglly during the morning bresk or
dinnertime, the investigator reviewed the form with the teacher to make
sure that therawas no confusion over categories. Where differences
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octurred, they were dlscussed and then the g;pprc@riafa Tesponse was
enstered on the form with the discarded one crossed out, The afternoon
Setslon Was scored for rellability, resulting in 85.6 pexcent agreement
betwetn obsexrver and teacher in rating the growings experienced by
the 1 nd4vidual child (Holstl, 1969).

2_ Observation

The observation schedule that would be completed by the investigator
Wa= shown and explained to the teacher. Throughout the day the teacher
vag agked to clarify any groupings, explain where individusl pwpils or
éropZ had gone, and in gexeral complete the giet*l;t?é that the obgerver
had of the activitles affectisg the children in the class, Details were
aleo yecorded about any speclalist teachers who worked with the children
}m: bt timetabled school activities such as music, physical echuzaticn.}
or foreign languages that would nake & significant difference in the
growpirge that might sppear in the individual pPwlls' aschedules for the
sub seqtent days when the obsexrver would not be there to clarify them.

The teacher questionnaires were explained, A stamed, addressed
envelope vas left for the teacher o mail the two questionnaires and
the xtmaining three Individual Pupil Schedules to the investigator,

Orke the children arrived, the cbserver sat to the side of the
class, out of the mainstream of activitles, recording growing patterns
ol the obsexvation scheduls .1 The observation schedule was used

tirogriout the day for Study Ome.

S — - - —

113155533 varied considerably in the extent to which children interacted
with thse observexr. In the most formal clasmes the children remained in
thelr geats during the entirv school day and had no ovext interss+tion
withs tiye observer; in the most informal classes the chiliren came over
to sée What the investigator was writing and to offer comments,
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During the day, the obsexver remained wlth the teacher, using
breaks and dinnertime to talk with the teacher and other members of
staff or to share duties with her, |

| The observer was always avallable for further discussion after
school with either the teacher or the Head Teacher, but usually this

was minimal or primardly social in nature.

« _Teacher Classifi

Du;‘i:ng the day of observation, it was easy to categorize the room
as open-plan ox conventional. There were instarces where the ‘school
building was of mixed design, but only the particilar ciaassrcem
obsexved was relevant to this study.

~ Categorization of teacher practices was done at the end of the
day of observation on the basis of the observer's overall Judgnent.
For the twelve teachers included in Study One the ecategorization seemed
cleaxcut, The observer's inltial judgment was later valldated by
analysls of the total scores computed fron teachers' regponses to
the Teaching Styles Questiomnaire, in which large and significant
differences were found between formal and informal teachers (see

'Sample Description' below).,

B. Study Two
As in Study One, initial contact im Study Two was by telephone

to the Head Teacher of the school, to explain the research, ask

pernission to visit, and met a date comvenient to the claes teacher.

Folloving this, a letter was sent to the teacher delineating again

the emphasea of the class cbservation and individual pwpil interviews

and explaining and enclosing the two teachex questionnalres (Appeﬁii_x II).

The investigator arxrived at the school well in advance of the
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Pwils to become acquainted with the Head Teacher and the class
teacher and to answer any queries. Non-teaching time throughout the
day was used to gather data about the school anﬂ.'té clarify any questions
the teacher might have with respect to the questionnaires,
1. Obsexvation

) For the 30 classes in Study Two, observation was reduced from
the entire day' to one hour in the morning and 40 ninutes in the
afternoon, The investigator observed the first hm:r of morning instruction
including academic work (reading, writing, maths) and the first 40
minutes of afternoon activities that included art/craft, sclence, or
soclal studies work for at least some of the pl‘gils.l A balance of
the 'haxd' and 'soft' subjects, of the morning and afternoon, and of
the arees likely to rfepzasen% the more structured and the less structured
modes of learning was sought.

Observation was divided into 5 minute periods each of which began
with a 2 minute sweep of the room to note and record the occuxrrence of
the six growings and of any fzaﬁaﬁarl: cptions given, huring the last
3 minutes of each observation period, the investigator®s attemtion |
shifted to the use of language in tﬁe classroon, focussing on an

individual puwpil.

2 minutes Growping, Framework, and Movement Obsexvation Schedule
+ 3 minutes Language Observation Schedule

5 mimrte observation periocd.

lHeligiaﬁs educatlon, phyasical education, music, and foreign language,
all obsexved during Study Ome, were omitted from obmsxrvation in Study
Two. Though school policy influences all aspects of school life, 1t
seemed especially domirmant in these areas. We were primarily interested
in the axeas where the teacher had primary respomsibility foxr the
atmosphere and the curxiculum,
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There were 12 such periods during the morning and 8 in the afternoon,
making a total of 100 minutes of structured observation in each class
in Study Two.

Four children (2 boys and 2 girle) were observed in each class
using the Language Observation Schedule (Appendix II). To balance
our sarple of pwpil language use, the teacher was asked to select a
boy and a girl who He:,;.'a generally talkative and another boy and girl
who were rather quiet, p)aferably from different qugﬂrja;nfs of the
room to allow a sray. Ing of activitles in those classes where more
than one activity occurred simultaneously. This sampling of locations
vas also intended to give a rsprascrtative picture of language use
throughout the classroom since prev. ius comearch ir more formal |
classes (Adans ard Biddle, 1970, p. 50) euggosts that children nearer
the teacher are afforded more opportunities for interaction. The
observation of Ec:a;rs and girls, and of talkative and quiet children,
was rotated both from merning to afternoon, and from day to day.
2s

Pwpil Interviews

‘ During inte;;ludés in the day when the investigator was not
observing, four pupils from each class were interviewed (1 boy and
1 girl conaidered capable by their teacher and 1 boy and 1 girl
considered less capable). To maintain independent samples, the teacher
war acked to sclect four different pupile from the four selected for

language cbservaﬂon.l The order of pwpil intswieﬁaj‘ vas rotated,

1Eight pwils from each class (4 observed for the Language Observation
Schedule and 4 interviewed) is a large enough percentage to ensure that
the sample is not composed extirely of 'model' pupils, yet it is small
enough 80 that the observe: has a sense of the pupils as individuals
rather than as a class unit.
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balancing boys and girls, cspable and less capable, fresh and weary.
The 1nvestigator progressed through the intexview schedule recording
pwil responses as they were made; intexviews were also tape recorded
so ratings could later be checked (Appendix II), |

It was usually possible to end the day with all the data in hand,
but stamped, addressed énvelggas were avallable for any teacher who

had been unable to complete the questiomnaires.

SECTION V. ANALYSES: STUDIES ONE AND TWO

A. Computer Analyses

In both Study One and Study Two, data were prepared for cémputer
analysls using the University of Manchester Regional Computer Centre
facllitles from the University of Larcaster. SPSS and BMD Programs
(Nde et al., 1975; Dixon, 1967) were used to calculate chi-squares,
Fisher's Exact Test, analyses of varlance, and descriptive statistics.

Chi-squares corrected f‘ﬁr contimity are ai;lprﬁpriata for teating
the significance of the differences among g‘xc@a'};}:hsﬁ the data are
frequencies in discrete categories or can be usefully reduced to
frequencies (Siegel, 1956, pp. 1’?;551'?9)- They compare the actual with
the expected, not assuning a normal curve. From our data, examples
include teacher responses on background variables such as sex and
training, and occurrence or mom-occurrence of pupil planning in small
growpa. In those cases where the tables reduce to 2 x 2 contingency
tables with N less than or equal to .20. the $PS8 program automaticilly

calculates Fisher's Exact Probability (Siegel, 1956, pp. 96-104).

' Frequencies were too mmall for appropriate use of chi-sguares when

regponses were divided along a 4~ or 5-point scale. Items in these
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variables relating 1) to formal, mixed, and informal Style and
2) to open-plan and conventional Bullding Type, two factor mnalysis
of variance was appropriate,

Study One sampling ensured that equal numbers of teachers were
included in each of the four cells. Because of the equal numbers,
Bullding and Style effects were independent of each other and could
be tested directly without correction. It was also possible to test
certain within teacher effecis such as morning and afterncon differences
in practices. (Such analyses be;-ame extremely complex and beyond |
the range of most computer programs when cells are mequalu)

To avoid discardirng data, the inconvenience of unequal cells
was accepted for Study Two. The welghting option available in
SPSS (Nie et al., 1975, pps 129-131) was used to compensate for

' the over/under-sampling of cells in contingency table analyses
(1.e. chi-squares). To simplify, instead of counting each occurrence
once as would usually be done, it is augmented in instances of smaller

cells and diminighed in instances of larger cells. For our obtalned

cell frequencies of's L 8 5 7 17
LN

813 9 | »

welghting by the ratio of expected to observed frequencies in each

cell glves as gppropriate weights: 1.133 0921 1.020
. 867 1.127 « 975,

Cell frequency changes are less than 1 in each case, while marginal
and grand ‘totals remain unchanged. The regulting weighted analyses
and the associated statistics pr@vidéd!by SPSS give tests of Building

and of Style effects which are not confounded with one another.
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In the analyses of variance, this weighting was not necessary
since 1n the classical model each effect is tested after allowing for

all other effects. The assoclated adjusted means are automatically

8. Composite Scores

To obtaln indices of overall informality on the Walberg and
Thomas (1971) instruments and on the Teaching Styles Questionnalre

(Bennett, 1976), the following formuila was useds

Total Informal Tally
- Total Formal Tally
+ Constant (Calculated to avoid negative numbers)

For the Walberg and Thomas instruments the constant for the
total score was 75, glving a.midpoint of 100 with a possible spread
from a formal score of 25 to an informal score of 175.

For the Teaching Styles Questionnalre the constants for the

sections were: Teaching Alims 15
Opinions about
Education Issues 26 ,

The Opinions about Teaching Methods (Formal versus Informal) score

was calculated as: Total Informal Methods score
- Total Formal Methods score
+ 50

The composite score was calculated ast
Teaching Aims score
Opinions About Education Issues score
Opinions About Teaching Methods score
- 50

Ll

For Study Two, four pupils were interviewed and a different
four pupils were observed using the Languége Observation Schedule.

These were treated as multiple measures on a single teacher and were
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comblned into a single acore. For the pwpil :Lnterviews, individual
pupil responses were treated as 'agreement' or 'disagreement' to an
item, and combined so that 'agreement® reflects the consensus of at
least 3 of the 4 puyplls interviewed from each class. For the

Language Observation Schedule, results from the 4 pupils were totalled
to give the total utterances recorded in each category for the fixed

periods of observation.

We accepted the convention that results are meaningful if they
would occur by chance fewer than 5 times in 100 (i.e., p< +05).
Further cut-off points at .01, .005, and .00l were used to provide
a fuller report of results. For tlfg smaller sample in Study One, results

~at the .10 level were reported as trénds.

SECTION VI. SAMPLE DESCRIPTION

g

1. Teacher Backgron

Each of the twelve teachers in Study One completed a shortened
version of the Teaching Styles Questionnaire. Chi-gquare tests and
analyses of variance (Bullding by Style) revealed that there were no
significant differences among the four grows of teachers on the
background variables of age, teacher trailning, or teaching experience.
This was a homogenecus group in terms of teacher Prapgratiem all
were college educated with a primary orientation. Elsven were non-
graduate certified teachers; one was a graduate. It was a heterogeneous
growp in terms of age and teaching e:g’p;eriame,b though there were no
slgnificant differences among the four growps. Age was categorized in
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ten-year bands begirning with ‘under 30 yearé‘ and extending to

‘over 60 years's. The teachers in this sample ranged from ‘under 30 years'
to *50-59'. Teaching experience ranged from four years to 27 years, with
one teacher 11{1 eac. cell having 20 or more years of teaching experience.
Eleven of the twelve teachers were married; eleven were female. Roman
Catholic, Church of England, and County Primary affiliations were each
represented by four schools.

2. _Year Grows Taught

All six formal teachers had second year junior classes. One of
the informal teachers had a second year junior class; four ha.d mi xed
firet and second year junior classes and one was in a team teaching
sltuatlion in which his base grow was second year jm:in?s. but both
he and the pupils worked with children throughout the jumlor age-range

Class Size
Class size did differ significantly (Bullding by Style interaction,

F=20.6, df=1;8, p< .01) among the four groups. This was the result of

Table 1: Clags Size in Study One

—Open-plan —~clnvenvional
Formal  Informal Formal  Informal

Class 1 38 23 30 3
Class 2 35 26 32 33
Class 3 ) 27 L. 22

Hean 34- 7 25: 31.0 33,0

the generally smaller class size in the infoz:nﬂ. cpen-plan rooms (Ta’bla 1).
One of the classes was based in a small resource area which could
Iae«:‘,emmedate no morey the other two classes had temporarily low enrollments
as the result of new schocls opening near by.
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4, Teacher Attitudes

e e e =

Remembering xthat the twelve teachers were catagarize@ formal
or informal on the basis of the investigator's observation of thelr
classroon practices, it is especlally imortant to find that the
teachers' own reports about their attitudes are consistent with the
observer's categorization.

Two factor analyses of varisnce (Building Type by Teaching Style)
show that there are Style effects sinn.iicant beyond the .05 level
for the sections 'Teaching Alms' and 'Opinlons about Teaching Methods'
with the section 'Opinions about Education Issues' tending toward
significance (p< .10) (Table 2). The composite score from the three

v !

Table 231 Teacher Attitudes in Study One

e Means
Meagures _Formal ednformal . ,
Teaching Styles Open Conv., Open Conv, F-ratiocs (df=1;8)
Questionnairer  (N=3) (Ne3) (Ned) (Ne3) T B 8 8BS
Teaching Aims 23,0 20.7 21.3  27.0 2.85 5,60% 16,46%

Opinions about 7 o
Education Issues 23.3 21.0 A7.3 28,3  0.05 3.81# 0.33

Opinions about , : 7
Teaching Methods 49i0 45-3 58!? SD;? 0!01" 8:22* 0-42

Composite Score 45,3  137.0 57,3 66,0 0,00 12.10% 2,08
#p< .10, ¥*p< .05, *p< 01

attitude sections reveals a Style effect significant beyond the .01 level,
There were no significant Bullding effects. There was a significant
Builcling by Style interaction for the 'Teaching Aims' section 1in which
teachers in the conventional rooms had the most extreme scores.

In summary, the classification of teachers as formal or informal,
made on the basis of observation, 18 supported by their questionnaire

response. T
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. _Study Two
Tn Study Two, sampling wi. augmented to include teachers with
nixed teaching styles. The teachers of thirty classes containing second
year junlor puplls were considered formal, mixed, or informal on the
basls of thelr observed practices. None of these teachers had been

included in Study One.

1., Teacher Background

Chi-square tests ard analyses of variabee (Building by Style)
of responses to the Teaching Styles Questionnaire (Bennett, 1976)
showed no significant differences among the alx grows of teachers on
the varlables sex, age, Unlversity or College training, graduate or
non-graduate ghtatus, teaching experience, or class size. Seven of the
teachers were men; 23 were women. Teachers reported their age in
10~year spans on the questionnaire; this sample ranged from the 'under 30;
year to the '50-52' year span, wifhjl?rteachers in the umdsﬁ joicategcry;
Twenty-seven of the teachers were trained at colleges; three at
unlversities, Twenty-three were non-graduate certified teachers; seven
were graduates. Twenty-seven had primary-oriented teacher trainings
1 was secondary~oriented; and two had no formal teacher training.
Classes averaged 1.9 pupils, with a range from 23 to 41 puwils. (It
1s lronic after the glgnificantly smaller ¢lass size of the infurmal,
open~plan classges in Study One, that for Study Two this growp averaged
the largest class size.) Teaching experience averaged 6.9 yéars with a
range from the probationary year to 18 years of teaching experlence.
Procedures advpted in sample selection (see sbove) were daéigned to
Insure that all of the teachers includ=d could be considered capable.
Seventeen ciaeses were in County schools, four in Roman Catholic schools,
and nine in Church of England Schools.
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2, Year Growps Taught

Ir. the conventional rooms, 12 of the 13 classes were composed
entlrely of second year junior pupils; the other class, categorized
as Qﬁe with a mixed teaching style, was composed of first and second
year junicréi In the open-plan rooms, the four formal classes were
composed entirely of second years; three of the mixed classes ware
entirely second years, four were combination first and second years,
and one was a combination second and %hir& year class. The informal
classes lncluded one that was entirely composed of second year junlors,
a Tirst and second year combination, two second and third year combination
classes, and a second through fourth year combination.

3. Teacher Attitudes

The observer's grouping of teachers into those with formal, mixed,
and lefermal - o:f... styles on the basis of thelr observed practices
was agaln swwported by the teachers' responses to the questionnaires.

Looking flrst at the Teaching Styles Questionnalre, used in boih
studies, two factor analyses of variance reveal no significant Euilding
or Puilding by Style Effécts (Tébla 3), The differences among the
groupa of teachers are accounted for by thelr teaching styles. Teaching
Almg' shows a significant difference among the styles at the .05 1éva1.
'Opinions about Fducation Issues'illustrates a polarization of views

(p< «005) which is even more pronounced in the teachers' 'Opinions about
Teaching Methods' (Formal vs. Informal) (p< .001). Not surprisingly,
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Table 3t Teacher Attitudes in Study To

. Adjusted Meang
Neaswres T Style wildlng  Peratios . knalysis of Style H’fects
Teaching Styles Forial Wixed imornal Open Come B § B tetests (afeth)
Questiontaires (%8) (w=13) () (e7) (hely) (aflidh) (8=0i%4) (dfety2%) Thnear  Devlations

Opinions about , _ o
Blueation Issues 17,5 20 A8 20 25 00 8,79 0,16 b, 150 0,03

Opinions about . - |
Teaching Methods O Bh 555 06 U5 0% 15doee b0 L gpree D 63

Walberg and Thomags | , , , 4
Teacher Questiomalre 99,5 1101 1206 1187 1059 12,008 21,060 3,08 6,336 1,2

Observation-Rating o
Scale 9 1063 7.0 1008 %2 8200 109, Heeek 1.26‘ 14, 65wt 0,72

9<,05; ¥p< 101, HHp< 005, Mg 001
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the formal teachers favour formal methods while informal teachers
favour informal methods, A total attitude score based on these three
sectlons shous a significant Style effect at the ,001 leve?, (Specific
1tems from the questionnaire are presented in the relevant chapters.)
Since the sections of the Teaching Styles Questionnaire zelected
for this study were primarily concerned with teacher attitudes, there
were no significant Building effects. On the Walberg and Thomas (1971)
instruments, however, total scores do reveal significant Bullding
as well as Style ~° :cts. Tlems relate generally to practice with
attltudes implied. One possibility is that the apen-plan rooms are
influencing teacher practice more readily than teacher attitude.
Bullding effects on the individual 1te ‘rom the instruments are

presented in the appropriate results chapters.

SECTION VII. SUMMARY

Study One instruments were iésignad to focus primarily on
graupiﬁé satterns and the curriculum. Twelve teachers and thelr classes
were seiected to form an equal cell sample of formal and informal
teachers ngking in open-plan and conventional rooms. The initial
qbserﬁa: Elassifieétieﬂ of teachers as formal or informal was vg}iﬂated
by the responses on the Teaching Styles Questionnalre.

Study Two instruments continued the emphasis on growping patterns

and the curriculum {though narrowing the consideration) and included

~ classroom language and movement. The sample of 30 teachers maintained

the central distinction between formal and ififormal teachers in qpen—
Plan and conventional rooms and also included 13 teachers with mixed
styles. Again the observer classification of teachers was validated
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by their responses to the Teaching Styles Questlonnnire. The Walberg
and Thomas instruments also showed significant differences among the
grows of teachers.

The followlng chapters organize the results from th » gtudles
In terms of the areas of interest: growing patterns, curriculum
organlzation and evaluation, movement, and language. Data from each
instrument will be included as they are relevant tolthe specific

question under discussion (Figure 1).
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Figure 1+ Daslgn, Inatrunentation, and Presentation of Studing One and Two
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focusain
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mixed, and informal teaching methods
in _open-plan and conventional roomg
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CHAPTER THREE
GROUPING PATTE(NS JITHIN THE CL..SSROOM: STUDY ONE

SECTION I, INTRODUCTION

We discussed earlier the importance of looking within the
ciassroom for a naturally occurring unit of arnalysis. Growping
patterns arc a useful beglrning since they are easily defined and
understood. Groups are also cruclal because they provide the context
withlr which ilearning experiences occur. From the viewpolnt of pre-
service or in-service tralning, they offer a concrete focal point for
the teacher who wlshes to explore alternatives.

We began in Study One by asking teachers' opinlons and observing
a full range of growings, and then concentrated in Study Two (Chapter
Four) on five that are the most frequently used or which distinguish
between formal and informal teachers. (See Figure 1, p. 75.)

The ten grows initially considered varied in size and membership.
Growp size was divided into the indlvidual pupil, the small grow
composed of 2 to 6 puplils, the medium group compcsed of 7 to 12 pwpils,
th> large growp composed of 13 pupi's to the entire class or register
graué, and finaily the category combined classes designating a growp
composed of more puils than would normally be a class in that schcoi-
Each of these gréupings can occur with or withont active teacher

participation.

SECTION II. THE GROUPINGS AS OBSERVED

A._Obgervation Schedule Results

Data from the full day of observation in each of the twelve classes
in Study One were analysed using a two factor analysis of variance
(Building Type by Teaching Stylz).
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Cernlining all the curriculum areas to obtain the total n aber of
minutes spent in each growping, the medium growp composed of 7 to 12
pupils both Hith and without teacher participation 1s so close to
nonexistent the' 1t may he omitted from further consideration. It
had been included to account primarily “or the instances when the
teacher might split the class into high, middle, and low abllity
growings which would not indicate the informal approach that we
anticipated the 'small growp' would. Only one teacher made use of
this split. It was found, as expected, that the large growp without
teacher and the combined classes without teacher occurred too
infrequently for further conslderation. With these four groupings
omitted, we are left with six growings for study:

With Teacher: Individual
Small Group

Combined Classes

Without Teachert Individual
Small Growp

None of the six distinguish significantly among the four grc pa of
teachers, but two approach statistical significance (p< .10) (Table 4).
The large growp with the teacher was used an average of 115 minutes
per day by formal feach§rs in open-plan rooms, though less than Lnlf
that (45 minutes) by informal teachers in open-plan rooms. In
éanventianal roome, both formal and informal teachers used the large
group moderately, with an average of 88 and 85 minutes respectively.
This difference approaches algnificance for Teaching Style and for
Building by Style interaction (p< .10).

A different pattern of use 1s exemplified by the small grow of
pwpils without the teacher. Informal teachers in conventlonal rooms

used this grouping an average of 60 minutes, followed closely by formal




Table 4: Minutes of Observed Growing Practices in Study One
o Means -
Formal _ _ _Informal _
Conv. Open  Conv, F-ratios (df=1;8)
(8=3) (¥=3) (N=3) B S _BS
85.0 121.7 73.3 0.8+ 0,00 0.08
18.3 48.3 38.3 0.00 2.33 0.23
88.3 Ls.0 85.0 0.1  L,21# 3.48#
53.3 L5,0 38.3 0.35 0,06 0.75

Groupings
With Teacher:

Individual
Small Group
Large Growp
Cﬁpbined
Classes

Without Teacher:
Individual 2250 101.7 315.0 273.3 1.01 2.81 0.30
Small Grouwp 56,7 20.0 33.3 60.0 0,10 0.28 4.09#

#p< ,10

teachers in open-plan rooms, who used it an average of 57 minutes.
Dropping nearly by half, informal teachers in op¢n-rlan rooms used this
grouping an average of only 33 minutes. Formal teachers in eanvéntianal
rooms used the growing least, ave—~sing only 20 minutes per day of small
growp work without the teacler ac..vely participating. This Bullding

by Style interaction approaches statistical significamnce (p< .106).

B.__A School Day

The second method of aralysis for the observation schedule data
from Study One involved diagramming the pattern of activitlies during
the day of obmervation for each of the twelve classes. Following are
examples «f this dlagramming selected to 1llustrate each of the four

#voups of teachers and to highlight the differences between them.
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1. A Formal Approach in a Conventional Room

Morning

The formal teacher in the conventional room (Figure 2) began the
morning with most of the class reading sllently and individually while
she called individuals to her desk to read individually to ﬁér and to
recelve individual instruction from her. The children then had mental
arithmetic as a class with the teacher giving problems and calling on
individuals to answer them. She then passed out the textbooks and
gave the assignm;nts for the three streamed math grouws. The children
worked individually at the set task until playtime. |

Lfter pleytime, the children finished off thelr math work and
then seats were rearranged so that everyone could see the television
programme comfortably. This programme was an integral part of the iish
unit the children had been warkiﬁg on. After the class watched the
programme, they discussed it briefly, tyirg it in to displave arvound
the room; then the teacher distributed to each palxr of ¢l “u A
packet of materials designed by the BBUC to accompany the : - 28, The
children completed some of the word games before dinnertime.
Afternoon

After dinner, the children were asked to wrlte something imaglnative
to do with fish or water. Thowzh several possible directions iere
mentioned, the stimulus was general and the children seemed frev to
follow on from the morning televislon programme, from any of the previous
work, or from thelr own experience. While they Eegan, the teacher moved
from growp to grow checking that each understood the assignment and
had adequate supplies. BEach child had an individual dictlonary for the
gpelling words he found difficult. When they had completed the writing,
they were to go on to illustrate 1t uslig scraps of fabrle, sticky paper,
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crayons, or anythlng else avallable In the elassroom. While the bulk
of the class got on with the writing and illustrating, the teucher
agalin called 1ndividua1:children to her to read. This pattern
continued from dinnertime till playtime with interruwptions only tn
provide epelling words or to spot check the work at the tables.

After playtime the children returned outside to run thro.
thelr part for the coming Sports Day. They then want bact . he
classroom to write a note to thelr parenis inviting them for the Sports
Day. The teacher used the last ~ = of the day to read a story to
the class.

2. A Formal Approach in an Open-.' . Room

Morning

Moving now to the formal teacher in the open-plan setting (Figure 2),
we find a marked similarity in growping patterns, with whole class
teaching even more pronounced. The children started the day with a
brief religious assembly led by the Head Teacher and then went to their
bage area where the teacher distributel compasses and introduced the
céncepts circumference, diameter, and radius to the class. The teacher
explained from the board while the children worked problems at their
seats.

After playtime, the Head Teacher took the class for handwriting
practlce. Each teacher gpecified a curriculum area she would like the
Head to take, in this instanrce handwriting. He then taught orie lesson
each vweek bty way of acquainting himself with the children and pr;viding
a planning period for the teacher. The last half hour of the morning,
the teacher taught French to the class., (A peripatetic Freach teacher
visits the school, but this class teacher took her own.,) The atmosphere
was game-like and pleasant; the content was oral vocabulary.
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Afternoon

After dinnertime the children retwurr. : . - Lase area where ‘tne
tzacher and some of thelr classmates had alr:.d; lald out art materlals.
The art lesson integrated the work with circles the children had in
math during the morning plus the Soclal Studies unit on Vikings that
was Introduced the previous day. Bach child made a Viking fro.. - auiky
paper. Squares were measured and cut into clrecles, cut and folded
into cones, and then joined and decorated to mak: the Viking warrior.
Several were used on the mural bulletin board that* was taking shape
at the side of the room. Instructions were given and all the children
began work on the Vikings, but inevitably some finished earl:« . than
others. These children either read from the lilirery collection of
books on the Vikings or 1 ~lshed taking down the prévigua bdletin
board.

After playtime the class listened and sung along to a record
relating the story of Elackbeaf&,‘the bad buccaneer, and then completed
word usage exerclses relating to the record.

3,__An Informal Approach in a Conventional Room

The informal teachers exhilblt a different emphaslis in growing
patterns because they frequentlv spllt the class into graupslfor
separate activities, though they still have time< when they talk to
or instiuct the class as a unit {7’ ~~—e 3),

The teacher we will use . ;aample of the informal teacher
in the conventional clzssrvo had a growp of first and sesond year
Juniors, in contrast to the second year junlor growps that bqth the
formal teachers had.

Mornlng
The schocl day began with the entire school having religious
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assembly led by the Head Teacher. The chlldren then went to the
classroom where five different activities were organized: +three
structured and two allowing conslderable freedom for the individual
chlld., The main part of the teacher's attention was devoted to the
two number groups, one working on money problems and one on magic
squares. The other structured zrow was working with reading/writing
comprehension cards. Though this was organized as a group, in fact
the children did their work individually, resorting to thelr class-
mates only when they were having trouble. It should be noted that
this sharing of knowledge was regarded as cooperation not as cheating.
The chlld could select the content area of the to@rehensien card,
but felt he should stay within the colour band’ g that designated his
level of progress through the cards.

The other two groups were qulte free *:. relect thelr own specific
activity within the framework provided by t%- teacher. One growp
vas free to read books from the library ares and another group was
free to do art work; the scope for art work in this class iﬁcluded not
rily the pa...l, crayons, pastels, chalk, papier miché, and sewiﬂg which
Lxoctien sttt In well-swplied schools, but algo a whole range of
equipment and fabrice for weaving, thelr current Social Studles topic.
After 40 minutes the chlldren switched grows., The area that had
previzusly been used for art work was cleared and the next groﬁp of
children decided to play a homemade board number game that involved
inoney calculations. Before playtime, crisps were sold. Those children
who bought them tended to return to thelr work with the crisps.

After playtime the furniture was rearranged so there was a large,
clear centre space. A maypole was placed 1n the middle and then the

teacher showed some of the samples of weaving she had brought from her
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seouting trip to the m11l that the children would be visiting that week.
After a brlef discussion, the maypole was used to show various weaving
patterns with different children participating in the weaving while
the rest of the clagse sat round the edges watching the patterms foxrm.
After various patterns had been demonstrated, the children moved the
furniture back into groups and wrote a Wrilef imaginative plece about
Mr, Blackburn's paper textiles.
Al lernoon

The afternoon period from dinnertime until pla.ytimalwas spent on
Soclal Studles project work connected with thelr forthcoming trip to
the nill. During thlis 65 minutes some children engaged in several
different actlvities relating reading, writing, and art work to the
weaving unit, Other children spent the entlre time on one activity.
The teacher moved from individual to individual, instructing,
encouraging, and sometimes suggesting that the child could either help
or be helped by one of his classmates. To give an idea of the range
of activities engaged in by the puplls, one of the five-minute scans
of the class revealed thls varlety: one chlld was using a knitting
machine, five were doing bobbin knitting, seven were nmaking string
plictures, one was doing block string printing, two were ironing crayon
patterns on tracing paper over rope and twlne, one was making clothes
for a papler miché model, one was weaving on a frame with feathers and
other oddments, one was coiling a string a::ounia yogurt contalner to
make a pencil holder, one was makirg a chart lllustrating and distinguishing
between string, rope, twine, and wool, two boys had gone to the Head
Teacher for reading, one child was typing while hls companions at the
table vwere reading or writing, and four children were discussing the
weaving display from the mill with the teacher.
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After playtime, there was a brilef discusalon of the practical
detuils for the outing and then the children went outside for physical
eduwcation with the teacher. One growp of chlldren went to the swimmers
group with another teacher while the class teacher took the rest of the
children for skill practice. They divided themgelves into three growps
depending on interest in the equipment and then each group was set to
worke The teacher moved from growp to grow instructing and observing
the ~hildren., Just as the bell rang, she called the children together
to make some general comments about the practice., All returned to
the classroom and were dismissed.

k. An Informal Approach in an Open-Plan Roon

Each of the teachers categorized as infoxrmal in the open=plan context
wag excharging teaching responsibilities to some extent with at least
one other teacher. The frequerncy of interaction, the subject areas
affected, and the structuring of the exchange varled in the three
sltuations. We have selected the most structured to exemplify the
approach, not because 1t 1s necessarily representative, but because
it is easlest to delineate glven the brevity of a slngle day of
obgervation. In this primary school the infant teachers acted as one
tean and the junior teachers combined to form a second team. Each
teacher had an area of s’peciélizatlcn, though there was a tendency for
some of the teachexrs to change areas to maintain a fresh pé:spegtive
and to remain capable as a general teacher. At the time tljf the
observation, one teacher specialized in each of Music, Math, Art, and
Soclal Studies. BEach teacher had his own register group for approximately
half of the day during which tine reading, writing, and discussion were
stressed. Each pupii was scheduled for a certain amount of time in

each subJect area, but rescheduling was continuous as 1t became apparent

98



87 .

that the child had finlgshed carly or was llkely to need another period
to finish a particular plece of work. It would have been physically
impossible to follow visually each child in the register grow; they
gplit, regrowed, and united agaln several different times. Both the
pvplls and the teachers knew where each chlld was to be; the atmosphere
was buslinesslike.
Morning

School began with an assembly led by the Head Teacher, then
children returned to thelr base areas. The books were lald out and
walting at their places. Some were reading, some writlng, a few did

a combination of both in their Better English books, some did number

work, and one child was withdrawn for remedial work. During this

time, the teacher circulated, checking, instructing, and questlioning.
After 40 minutes there was a regrowping with 15 children joining the
teacher for a Soclal Studies discussion while the other chlldren
continued with Numbers or Better English or did some Social Studles
writing. The child who had been out of the base area for remedial work
returned and two other children left. From the end of assembly, then,
until playtime the chlldren were with thelr base teacher.

After playtime the children went in one of four directions under
the swpervision of one of the three teachers: to Numbers, to 'Story’,
to Art, or to English. Within each of these areas several different
types of activitles were occurring. In the Maths areé the varlety
extended to water capacity problems, work with shapes involving sticky
paper, compcsses, and rulers, various sets of work cards, and the Beta
munber books. 'Story' was the area of least supervislon and included
any type of writing that the teaehér or the child thought appropriate.
Thé art room was well supplied. The teacher provided stimill related
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to the Social Studies unit that was common to the junlor team. Large
art displays were prevalent throughout the bullding. English was again
a combination of activities; some children were writlng myths stinulated
by the Social Studies work, some were working wlth SRA kits, some were
following work cards and othexs were doing work set elther by thelr
base teacher or the teacher specializing in English/Soclal Studles.

The children returned to thelr base arcas for the last ten minutes of
the morning. The second year junlor teacher returned and commented

on their Social Studies booklets which he had read the previous evenling.
Afternoon

After dinner, the child:en'were agaln in the team situation, tut
most children switched activities, so that a child who had Math in the
morning might go on to Art in the afternoon. The optlons available
during the first section of the afternoon included Math, English,
Soclal Studles, and two growps of Art led by different teachers.

After playtime the children returned to thelr base areas. The
teacher gave an art stimulus related to their Soclal Studles unit and
then while the children got on wlth the art work, he heard individual
children read. The children tidled away and the last 15 minutes all
the children gathered round the teacher who read from a continuing
class story.

In contrasting the class profiles, three polnts seemed especlally
striking. First, for each class there were perlods when the entire
class was together. Second, frequently in the formal classes but less
in the infeormal classes, when the class was together all the chlldren
were engaged in an identical task. And third, often in the informal
classrooms but seldom in the foxrmal rooms, three or more different

activities were taking place simultaneously.
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Some of the differences in patternsg of clasoroeom activity which
are evident in Flgures 2 and 3 were also quantified. Lessons wlth the
'class together!, and even more so with the entire class engaged in a
'gingle task' seem useful indlces of formallty. Sesslons when 'three
or more simultaneous activities' occur polnt to informality. OSeparate
analyses of the patterns of activities were carried out for the 'Core’
gubjects combined (Writing, Reading, Numbers, Sclence, and Social
Studies), for 'Other' subjects combined (Reliilous Mucation, Physical
Education, Music, Art, Dramz, and Foreign Language), and for the total
curriculun combined (Table 5).

1. Class Together

There were no statistically significant differences in the amount
of time spent by the 'class together' when calculated for the 'Core'
subjects combined or for the 'Other' subjects comblned. It should be
noted, however, that the percentage of time spent 'class together' for
the 'Core' subjects combined ranged from a low of 11 percent for the
informal téachers in the open-plan rooms to a high of 35 percent for
the formal teachers in the conventional claesrooms, For the "Other’
gubjects combined, though there were fewer percentage points distingulshing
the groups, the formal teachers used the 'class together' growplng
approximately twlce as often (14 percent) as the informal teachers
(7 percent). It is at least possible that these discrepancies would
have a practical effect on the quality of interactlon for the pwpil.
When the total curriculun combined was considered, the percentage of
time spent ‘class together' was significantly greater (p< .05) in the
formal than in the inforumal classes.
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Table 5t The Occurrence of 'Class Together', 'Single Task', and
'Three or More Simultaneous Activities' in Study One

___Nean Pexvent of Time

—foxmal ___Informal , ,
Measures Open  Conv,  Open Conv, _F-ratios (dfw=1y8)
(N=3) (N=3) (N=3) (Ne3) T~ B 8BS

Core Subjects:
Class Together 26,6 3.7 1.1 23,4 148 2.5 0,07
Single Task 2.8 5.9 0.0 7.5 0.38 1.8 2.05
>3 Simul. Act. 20.7 29.7 4.6 51,9 0.04  3.46# 0.15

Other Subjects:
Class Together 14,9 12.5 7.5 7:3 0.03 0,77 0.02
Single Task 8.1 0.0 0.0 0.0 3.96# 3.96# 3.96#
Currictdum
Combined:
Class Together 33.3 38.2 7.6 24,5 0.95 5.95% 0,03
>3 8imul, Acte 16,6 30.8 byd& 5.2 0.8 6,90*% 0,36
Core Subjecte=Writing, Reading, Numbers, Science, and Soclal Studies
Other Subjecte=Religzious Biucation, Physical Education, Muslc, Art,
Drema, and Foreign Language

#p< «10, *p< 08

The "single task' category dld not achleve statistical significiaﬂca
for 'Core’, 'Other', or total curriculun., It may be educationally
significant though that for the total curriculum combined the percentage
éf time gpent with the entire clams engaged in a single task ranged
from a high of 24 pexcent of the time by formal teachers in cpen-plan
classrooms to non-occurrence for the Anformal teachers in cpen-plan roons.
Two of the three formai teachers in cpen-plan rooms used this method of
teaching a greater percentage of the time than did any of the other
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teachers in any of the other cells (23 percent and 48 percent).

J+ Threo or More Simultaneous Activitles

The category 'three or -more different simultaneous actlivitles’
seens to distingulsh best between the grouwps of teachers. For the
'Core' subjects comblned the difference between the formal and the
informal approaches significance (p< .10), with the informal teachers
uglng this teachinz approach over half the time while the formal
teachers selected 1t between 20 and JO percent of the time. This was
a less relevant category for the 'Other' subjects comblned, though it
approaches statistical significame (p< .10) for building type; those
in the conventional rooms used this more frequently (13 percent) than
those in the open-plan rooms (4 percent), When the total curriculum
1s conmbined we find a significant difference (p< .05) between formal
and informal teachers with the informal teachers maintaining three or
more simultansous activities an average of 48.8 percent of the time
while the formal. teachers used this spproach an average of 23.7 percent
of the tine,

4, Uniformity Ratio

Explorlng further the implications of the occurrence of three or
more simaltaneous activities we calculated the ratio of periods during
the day to the ,d".ii‘fe:iant activities occurring. Considering first the
minimun nunber of activities in which each pupll was required to
participate during the day of observation, we find a range of 9 to
iB activities between the twelve classes, with each of the four grows
of teachers averaging between 10 and 11 activities (Table 6). When
we look al the total number of activitles offered during that day,
however, vwe find among the 12 classes a range of from 10 to 29

actlvities, with an average of 16.8 for ithe formal teachers and of
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Table 61 The Uniformity Ratio for Study One

Minimum No. of Total Actlv, Uniformity
Activ. per Child Offered Ratio

Formal Teachers/
Open-plan Rooms:

Teacher 1 9 18 50, 0%

Teachexr 2 8 10 80,0

Teacher 3 A3 19 68,4
Mean 10.0 15.7 66.,1%

Formal Teachers/
Conventional Roons:

Teacher 1 12 22 54 5%

Teacher 2 12 19 63.2

Teacher 3 _9 13 69.2
Mean 11.0 18.0 62.3%

Informal Teachers/
Open-plan Roomst

Teacher 1 8 2L

Teacher 2 13 28

Teachexr 3 _10 L
Mean 10.3 22.0

Informal Teachers/
Conventlonal Rooms:

Teacher 1 8 23 34, 8%
Teacher 2 13 29 44,8
Teacher 3 1 _25 4.0

Mean 10.7 25.7 41.2%

Mann-Whitney U Test: Formal v. Informal U=5, One-tailed p= ,021

23.8 for the informal teachers. The unifamity ratio, calculated as
the ratio of required periods to c:fferei activities, varles from

50 to 80 percent for the formal teachers; it varies from 33.3 to 46.4
percent for the informal teachers, with the exception of one informal
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tencher whose ratlo of required to offered activitles was 71.4 percant.l
As tested by the Mann-Whitney U (Siegel, 1956, pp., 116-126), the
uniformity ratio was significantly different between the formal and
informal teachers (U=, p=.02), with the informal teachers providing

for more mctivities.

1 ,SECTION IITI. THE GROUPINGS AS REPORTED: INDIVIDUAL PUPIL SCHEDULE

The activities of two boys and two girls from each class were
recorded over four consecutive schools days, one child per day. The
Individual Pupil Schedule (Appendix I), used by the teacher, surprisingly
needed no revision after the pilot work. The one problem area related
to the teachers' understanding of the groupings *without teacher’.

This vas best clarified in the initial verbal explanation,

The afternoon of the day of observation was scored for reliability.
There was 85.6 percent agreement between ’a’bserver and teacher 1in rating
the groupings experienced by the individual child during the afternoon

of observation (Holsti, 1969).

B, _Style and Bullding

Results from the four pwpils were combined to provide a four day
sample; two factor analyses of varlance (Building by Style) were
carried out on the schedules.

The most widespread growping for all four sets of classes was the

11t should be remembered that the characteristics of informal, or 'cpen’
education are diverse. The plurality of opportunities is one of these
characteristica. While 1t seems important, considered singly it is
nelther a necessary noxr a sufficlent indicator of informality.
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pipll working individually without the teachers (Table 7). This
occcurred an average of 10 times for formal teachers working in open-
plan roons, over 13 times for informal teachers in cpen-plan rooms, an
average of just over 16 times for formal teachers in conventional rooms,
and over 17 times for informal teachers in conventlonal rooms. Though
a general practice in all rooms, there was a statistically slgnificant
difference (p< .05) betueen those in open-plan and conventional rooms,
with those in cpen-plan rooms averaging 11.7 occurrences while those

in conventional rooms averaged 16.8 occurrences.

Table 7+ Use of the Grouwpings as Reported for a Four-Day Perlod
in Study One

Mean Frequency of Occurrence
___Formal _Informal

Grow ing Open Conv, Open Conv, _ F-ratios (df=1;8

With Teachers 3=3) (N=3) (N=3) (N=3) _B_ _S_ _BS
Individual 5.0 3.7 8.3 6.3 1,08 3.48# 0.04
Small Growp 1.3 0.7 1.0 2.3 044 1.78  L4.00#

. Medium Growp 0.7 0.3 1.0 0.7 0.27 0.27 0.00
Large Growp . 8.7 9.0 7,7 11.0 1.36 0.10 0.91
Combined 5,3 50 6.3 3.7 069 0.01 0.42

Claases ,

Without Teachers
Individual 10.0 16.3 13.3 17.3 6.28% 1,10 0.32
Small Growp 5.3 2.0 2.3 2e7 0.90 0.54 1.34
Medium Growp 0.7 1.7 0.7 0.7 0.5 0.5 0.5
Large Growp 0.3 0.0 0.0 0.3 0.00 0,00 0.33
Combined 0.0 0,0 0.0 0.0 S ——

Classes '

#p< .10, *p< .05
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The next most common grouping for all four sets of claésas van
the large group wlth the teacher. This occurred an average of
approximately nine times for formal teachers, nearly elght times for
informal teachers in open-plan rooms, and eleven times for informal
teachers in conventional rooms.

Thelr use of other types of growings discriminated between the
sets of teachers. The next most frequent grouwling in the claseses of
infa?mal teachers was the individual pupll with the teacher. This is
a difference which tends toward significance (p< .10) betwsen the formal
and informal teachers with the formal teachers averaging 4.3 occurrences
while tﬁe informal teachers averaged 7.3 occurrences,

For formal teachers, the third most common growing was combined
classes with the teacher(s), with an average of spproximately five
times during the four days. Informal teachers varied in thelr use of
this grouping, with those in open-plan rooms using it most at an
average of over six times while those in conventional rooms used it
least averaging less than four times each.

Less common fhaugh still prevalent enough for conslderation was
the small growp composed of two to six puwplls without the teacher.

This was used an average of 3.7 times by formal teachers and 2.5 tinmes
by informal teachers. The small growp with the teacher was far less
numexous than anticipated, but was most likely in informal, conventional
clasgroons.

These teacher reports support the observation data suggesting that
the medium sized grow of seven to twelve pupils occcurs rarely.

e, Horning/Mternoon Differences

Three factor analyses of variance (Bullding by Style by Time of Day)

indicated differences in the way growps are used in the morning and in
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the aflernoon (Table 8). In these analyscs, conbtont araas were
congldered uwnder fgur broad growpings: Wrlting, Reading, and Nunbers)
Soclal Studies and éciemeg Physlcal Bducation and Rellglous Educatilon;
Music, Art, Drama, and Forelgn language.

Teachers worked indlvidually with pwplls primarily for Writing,
Reading, and Numbers and significantly more in the norning than in the
afternoon (p< .05).

Though they seldom used the small group, when they did use it for
Writing, Reading, or Number ingtruction, it was likely to be in the
morning (p< .10).

Conmbined classes calculated for the total curriculum were also
used more frequently in the morning than in the afternocon (F=9.67,
df=1;8, p< .05). Religlous education is the most common reasonm for
conblined classes and most Head Teachers prefer to begin the day with
Asgembly; this accounted for 25 of the 55 imstances of ccmbined classes.

Pwils wexe moat llkely to work on their own for Writlng, headlng,
and Numbers in the morming (p< .001). This averaged nearly elght times
in the morning compared with just over twlce in the afternoon. Children
in informal classes were significantly more likely to ﬁark individu=ally
on thelr own for Social Studies or Sclence than were children in formal
classes (p< ,05), ¥hen looking at the curriculum as a whole, pupils
were significantly more apt to work ;;Lndividualiy without the teacher
in the morning than in the afternoon (F=26.38, df=1;8, p< .0Ll)s This
averaged 9,3 occurrences in the morning contrasted with 5.2 occurrerces
in the aftexnoon.

Working in a semall grovwp without the teacher for Wriltlng, Reading,
and Numbers was significantly more common im the morning than in the
afternoon (p< 205), though for Soclal Studies or Science it tended
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- Tobdo 81 Repoxted Use of Gropdngs An Study One Partitioned by
Subject Area and Tdne of Day

Growlrgs _Mormaing pfte
ﬁith Tenchex/ Fiém Iﬂgﬁgﬂ Tﬁigﬁ. Inf}c‘fgal F—g&tms ,Ddi‘hl 18
LrdEvicduals (36) (kb)) (heh) _(Ne€) TS D
W, )N 23 W8 1.0 1.2 1.27 7.48% 0,83
Se 5 L¢3 0.0 0,7 0.3 0.2 0,75 0.17 4,174
PaB,RME . 00 0.2 0.0 0.2 1.00 0.00 0.00
Me D Fale 0,0 0.2 0.7 1.0 1.13 6.75¢ 0,08
With Tescher/
Small Groips
LA, 03 0.7 0.0 0.0 0.57 5.14% 0,57
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(p< 110) to be more common in the afterncon as well as more usual for,
the formal than the informal classes (p< .10). For Social Studles amd
Sclence there was a significant Building by Time of Day interaction
effect (P=7.0l4, df=l;8, p< ,05); in open-plan and conventional rooms
the small growp without the teacher was used equally in the norning,
but in open~plan rooms it was used over three times as much as in

conventional rooms in the aftexrnoon.

The Individual Puyil Schedule 1s a reliable and inexpensive measure
of the grows and subject areas puplls engage in ovexr the school day.

The most wldespread growping reported for all four sets of classes
wag the pupll vorking individually without the teacher. The next nmost
comnon gxowp ing for all four sets of classes was the large gxowp with
the teachex. Their use of other types of groupings discriminated
betwveen the sets of teachers. For the informal teachers, the third
'm@s:t Trequent growping was instrusting individual pwpils. For the
formal teachers, the third most common growping was combined classes
with the teacher(s). The emall growp with the teacher was far less
numerous than anticipated, btut was most likely in informal, conventional
rooms. The medium sized group of seven to twelve was rarely reported.

Academic vork accented by Assembly dominates the morning; Social

Studies and the e:q:reséive subjects consume the afternoon,
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SECTION IV. TEACHER ATTTTUDES TOWARD THE GROUPINGS
Teachers' opinions about the advantages and disadvantages of the
various groupings were relatively homogeneous; they also suwpported
our declsion to onit some of the growpings from further consideration.
Content analysis of the questionnalres (4ppendix I) from the
twelve teachexs delineated areas of general comérm Four najor
areas were clear:
Pedagogy (i.e., methods of instruction, diagnosis of
individual difficulties, and specific
curricular concerns

Management (1.e., ét&ffiﬂg, growping, equipment, and
usually learning pace-)

Disciplire (exemplified by concern over restless, nolsy,
1 or disrptive pupils)
Social Develmnent (recurring themes included leadexship, ,
dominance, copyling, sharing and cooperation)

A fifth area, pwill affect, was mentioned only once. The format
of the questionmalre did not sollcit a response in any particular
donaln. but the affective 1s especlally noteworthy by 1ts absemnce
since it 's so heavily stressed by those writing about infoxmal
education (i.e., Featherstone, 1967b; Barth, 1970; Stanley and Stanley,
1970). Yet in our samplé it was a formal teacher, albelt working in
an cpen-plan room, who wrote, "Children enjoy working with a partner

or in small growps." None of the other teachers referred to the

puplils' attitudes.

In general, concerns with Pedagogy and Management dominated the

teacher's regponses to the varlous grouping patterns when she ls

Lyhen professional judgnent is impdied, pace of learning would be
categorized under Pedagogy, but since most of the teachers refer ito the
organizational problems involved in providing the optimal individual or
snall growp learning rate, it ls generally categorized as Management.
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present (Table 9). For individual instruction, Pedagogical concerns

were considered the dominant advantage with the dlagnosis and remediation

of individual difficultles a recur %t theme; scheduling and engaging
&
J

other pwpils rade Miiagement the najor disadvantage. For small group

and medium growp instruction, Pedagogy again dominated the advantages
reported, but the value placed on growing children of similax abillty
or with common difficulties gave Management some emphasis also. The
Management problems entailed in organizing the rest of the class
dominated the dlsadvantages listed, Vor large growp instruction,
Pedagogy and Management still dominated the advantages (though
naturally the content of the responses was notably different, il.e.
stimilating class projects and the efficient use of ti,me)‘; the
disadvantages becamne a nixture of Management and Pedagogy, stressing
the difficulty of comdtructively engaging over thirty children of |
diverse a’bi,litieé and intereétsa The combined classes growing
elicited considerable variety in response: five advantages were
concerned with Management, four with Pedagogy and three with Soclal
Development. The disadvantages were equally diverse with Pedagogy,

Management, and Discipline recelving spproxlmately equal emphasis.

ro e Teachex

B._Crowings without bh

For the growlings without the teacher actlvely particlpating, the
responses shifted to a prevalling Soclal focus, though Pedagogy and
Management weré still influential. Since the individual pupil working
on his own was the most frequent grouping reported by each of the four
sets of teachers (Table 7, above), 1t is hardly surprising that the
response was quite fully develcped, Seven of the advantages listed
related to the individual's Soclal Development, six -bd Pedagogy, and
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Table 9t Teacher Reports of Advantages and Disadvantages
of the Growings 1n Study One

;?*EL .
" _Number of Mentions

. " Advantages _ Disadvantages
With Teacher: B o

Individual 10- O
Small Group 11 L
Mediunm Grow 7 4
large Grow 7 L
Comb'd Classes 4 5

Total 39 17

o loocoocoo
(Yo W SRR Ty )
LEST | S N S LR N,

Without Teacher:

Individual
Small Growp
Medium Growp
Large Grow
Comb'd Clasmes

Total 1

P=Pedagogy
M=Management
D=Discipline
S=Socilal Developnent

B own e

VR IV E RN s N
]

O looocoo

~ foooo=a

wivoron

14

five to Managenent. Seven dlsadvantages referred to Pedagogical concerna
for the less able while two referred to Discipline aﬁcl two to Management.
The advantages of amall and mediun groups were dominated by the Soclal
benefits of sharing and of developing leadership potential, and the
Pedagogical advantages of peer discussion and creative activity, with
the Managerial advantage of sharing equipment mentioned. The small
group without the teacher present was the only category which ellclted

a response concerned with pwpil affect. The soclal disadvantages

were an inverslon of the advantages: the 'leader' who becones too
domiieering and the "sharing' that becomes copyling, Hanagemént problems
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were also noted with frequent references to 'wasted time', The faot
that large grows (composed of 13 pwpils to the entire class) and
combined classes without the teacher were rarely reported in practice
1s mirrored in the teacher attitudes., For both large grows and
combined classes wilthout the teacher, over half the sample, including
all three informal teachers in conventional rooms, éither lef't the
gpace for advantages blank or commented negatively. The development
of natural leaders was asserted as a Social advantage while two teachers
(one formal and one informal) suggested Pedagogical advantagess one
favoured pupil-led assemblies for giving the "children a sense of
regsponsibility and 'togetherness' * while the other explained,
"Project work for example needs almost complete freedom--very little
guldance from teacher." The obvious dlsadvantage was Hé.nagemant.

Cs__Number of Responses per Teacher

There was no discernable pattern to the number of different
advantages and disaiva;ntages reported by each growp of teachers beyond
the gener&liéatian that those growpings not observed in practice were
least elaborated, When the total number of expressions was averxaged
across teachers within cells, the formal teachers in canventional
rooms had an average of 10.0, the ‘lowest obtalned for the four grows.
The other three grows of teachers had rowghly comparable averages

of 13.3, 4.3, and 146,
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SECTION V. CONCLUSIONS
It is clear from analysis of observed practices, reported
practices, and teachers' attitudes from Study One that six of the
growplinge warrant further investigation. These six growlngs are:
With Teachex: Individual

Small Growp

Large Growp

Comblned Classes

Without Teacher: Individual
Small Growp.

- The quantification of differences using the categories 'three
or more different simultaneous activities', 'uniformity ratio', and
‘single task' also seems important. The first two of these categories
reached statistical significance even wlth the small sample of Study
One; the third category, 'single task', did not reach statlstical
significance, but its range from non-occurrence fox informal teachers
in cpen-plan rooms to Lts use 24 percent of the time by formal teachers
in open-plan rooms indicates that further consideratlon, especially
with a laxger sample, may prove useful.

We turn now to the consideration of grouping in Study Two.

[y
st
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CHAPTER FOUR
GROUPING PATTERNS WITHIN THE CLASSROOM: STUDY TWO

SECTION I. INTRODUCTION

The sample for Study Two was different, larger, and included
teachers with mixed styles. Our focus narrowed from ten growpings
to slx, and from the entire curriculum to Reading and the academic
subjects 1n the morning and to Art and topic work in the afternoon.

We begin with a consideratim; of the growings as observed in
the thirty classes and turn then to the teacher questionnaires and

the pipll interviews for swpporting data. (See Figure 1, p. 75.)

SECTION II. THE GROUPINGS AS OBSERVED

A, Combined Classes

Data were analysed using two factor anmalyses of variance
(Building by Style) for the 60 minﬁte norning observation period,
the 40 minute afternoon period, and for the total 100 minutes of
observation in each class using the Growing, Framework, and
Movement Obse-vation Schedule (Appendix II).

Though the growing type combinsd classes with the teacher was
included inxthe observatlon scheduls for Study Two, it was clear from
the initlal analysis that this growing had not occurred during the
observation periods, though in some Anstances it had occurred during
the day. Classes were most frequently combined for Assembly, Physical
Educatlon, Musle, or television. Study One led us to cancluxie that
these activitles were largely influenced by school policy and 4id not
clearly distinguish formal and informal practices in the way that
Reading and Art did distinguish then. (Further commenis about differences
in instruction in Reading and Art are included in Chapter Five.)
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Consequently, though 'Combined Classes/Wlth Teacher' does appear on

the Growirg, Framework, and Movement Observatlon Schedule for Study

Supporting both the observed and the teacher-reported use of
growpings in Study One, both in the morning and in the aftermoon,
the individual puwpll working without active teacher participation was
the most common growping for each set of teachers in Study Two. There
1s a llnear effect (p< .05) for Style, reflc_ting a higher occurrence
in the informal classroom during the morning and for the day as a
whole (Table 10). |

The imdividual pupil working with the teacher was overall the
second most frequent growing during the morning. The average number
of mimates rarmged from 30.4 to 46.3 out of 60 minutes. During the
afternoon, individual instruction was again the second most common
growing, though the average number of minutes spent 1n it diminishes
with a range from 17.5 to 244 out of 40 minutes. There are no
slgnificant Bullding or Style effects.
Queulng

The individual pupil working without the teacher was the most
common learning slituation for all growps of teachers 1n 'S-bud:y One
and in Study Two. This, combined with other accounts of classroom
pr&étices (7ackson, 1968), led to the expectation that a major
implication of individual work is queuing, walting in turn for the
teacher's attention.

_ Queulng occurred an average of 21 to 25 minutes during the

60 minute morning observation period in the conventional rooms.
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1 Mimutes of Observed Crowping Practices in Study Two (Part 1)

Adjusted Means _

o _bdidmg F‘—ratios o Analysis of Style Effects

. Fornal Mixed Informal Open  Convs B BS {-tegts (df=24)

. (N=8)  (N=13) (N:g)_ (N=17) (N=13) (afs1j2h) (d:faz j24) (df=2;2%) Linear . Deviations
ers
al 356 WO 374 379 38.3 0,01 0,28 2,09 0ol =045
op 167 %7 2.8 B 10. 9 096 B.78% 1,79 =716 0,28
acher: 7 7
al bha 486 %7 523 b6 1.64 2.5 2,76 24 28* 0,79
P 0,9 20,1 39,0 266 13,0  3.62 8.2u% 0,88 3,988 0,05
tes of Obssxvation = 60)
4] ,
2l 20,0 22,3 20,8 20,9  2L.6  0.03 0.13 0,86 0,21 <0429
P 01 49 9.8 59 40 0.78 5.6 6,114+ ol L0047
o 16,3 10,7 72 16 106 0406 1,36 0495 L35 035
achert 7 7
1 26,8 32,0 328 304 3.4 0405 0.65 1.32 0.9 =053
np 940 9.0 28,4 166 12,5  0.46 b, 52% 0,75 2,36+ 1,48

bes of Observation = 40)
)5, ¥p< -01, *ip< ,005, ¥Hp< ,00)

*90T

—
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1 Minutes of Observed Growing Practices in Study Two (Part 2)

Py
3

A

usted Means

) Building_

_P-ratios

Povnal Mixed Tnfomal “Open Conve

Analysis of Style Effects

B 8BS _t-tests (df=ph)

,(VN'*B) (N=1'_3) (N;=B) (N”l'?) (N=13) (t.ifﬁlpzl*) (af=2; 24) (éfg?ig?}) Linear  Deviationg
1T
1l B5.6 624 58,2 58,8 59.9 0,03 041 242 045 -0, 53
np 33.0 2045 10.0 20,0 21.5 0,07 517 1,03 3170 0,12
chers '
1 70,9 8045 895 82,7 78.0 0.63 2.9 2.36 2.41% 0420
np 9.9  20.1 674 43.2 255 3.39 11, 11%% 1,45 bohoeerx 0,88

es of Obsexvation = 100)

1s and other tables which include both totals and component scores, the

ent scores will not alvays add exactly to the tabled total.

Such

pacles are the result of rounding to one decimal place in constructing
blea, and are never greater than 0.1 ,

5, ¥p< (01, ¥Hp< 005, ¥¥p< 001
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In the cpen-plan rooms, 1t occurred an average of 17,5 minutes in ici‘mai
classes, 12,5 minutes in mixed style classes, and only 4 minutes in
informsl classes. These differences are statistically significant

for Building (p< .05) » but not for Style ox for Bullding by Style
interactions. For those more concerned about the delay that queuing
implies (Jackson, 1968) than interested im exploring the language
possibilities 1t may provide, the informal, cpen-plan class does
nirimize queulng. There were no statistlcally significant differerces
during the afternoon: queuing did not occur at all in the informal,
oen-plan classes and averaged a high of 10 minutes out of the 40

ninute afternoon observation perlod for formal, open-plan clamses.

C._Snall Groups
The use of small grows (composed of 2 to 6 pwils) either with

or vithout the teacher shows significant Style effects in both the

morning and the afternoon. In general, both of these grouwpings were

used nore frequently by the Informal than by the formal teachers

(Table 10)s In the morming, for example, the small grow without

the temcher was not used at all by the foxmal teachers in the sample,

but wam used an average of 50 and 25 nimutes out of the 60 chaerved

by the informal teachers in open-plan and conventlional rooms, respectively,

For the small growp working with the teacher, however, the pattern s

lymless otherwise specified, all veferences to 'small grow' ave based
on data derived by comblning the organization and the puwpil-planning
small growp. In ouwr sample the organizatiomal growping did oceur
without the pyil-planning small grow, btut teachers who used pupil-
planning small groups were also making use of other small grows that
we conaidered organizational. Intultively this nakes sense, though
other samples may vary. Data for pupil-plamning snall grows separsted
from the composlte are presented later in this section.
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complicated by a Bullding by Style interaction in both the morning and
the afternoon, Though the teachers in open-plan rooms showed an
increase in the use of thie growing from formal to informal, the
teachers in conventlonal rooms displayed a more erratic pattern:

the formal teachers averaged 6.3 minutes, dropping to an éveraga of

2:0 minutes for those with mixed styles, and increaéing to 5.0 minutes
for the informal. The afternoon puttern mimilarly showed an increase
in use from formal to informal in open-plan rooms, and an erratic
pattern in conventional rooms: 0.0, 8.0, and 2,5 minutes, respectively,
for formal, mixed, and informal teachers. The effect of the open-plan
instead of a conventional room seems to be to increase the use of
small growps for the informal and mixed style teachers (both of whom
make at least moderate use of these growings), and to decrease the use

of gmall growps by formal teachers (who Iin any case use these growpings

very 1ittle).

The small group can occur for at least three reasons: because
furniture determines or facllitates its use, for organizational
convenlence, or to provide pwils with opportunities to work as a unit.

Our sample was not as varied as might be desirable for dlscussing
furniture: all 17 open-plan rooms had tables; 5 of the 13 conventional
rooms had tables with the remaining 8 éguipped with double desks with
unattached chairs. Seven of these 8 teachers had arranged the double
desks into tables that could accommodate fxom 4 to 8 children. The
other teacher had the double desks arranged in rows facing the front
of the room and the blackboard.

Tables need not imply informal teaching! The diagram of a class-
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room layout in Plgure 4 1llustrales how the formal teacher in the

conventional room can effectlvely arrange pulls at tables so that

class teaching ls gl1)l1 viable.

2, Pupil Planning and Problem-Solving

Looking at the functlion of the small growp, we distingulshed
between the small group designed to meet organizational needs
(e.g., sharing of books and equipment) and the small growp that was
intended actually to work as a unit (e.g., planning together or working
on a problem together), None of the formal teachers provided
opportunities for puplls to work in planning, problem-golving grows
during elther the morning or the afternoon (Table 11). Combining

L)

Figure 4t A Formal Claseroom Seated at Tables
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Table 11t Teachers' Use of Small Grows for Pupil Planning
and Problem-Solving

Percent (Adjusted)
o Style Euildigg Chi -Square
Formal Mixed Informal Open Conv. s
_(N=8)  (N=13) (NeQ) (N=l7) (N=13) (dfal) (af=2)

With Teacher:

Morning 0.0 0,0 22.2 6.0 75 0.33 L.,99 |
Afternoon 0.0 0.0 11.3 6.0 0.0 0,01 2.46
Uged at all 0.0 0.0 33:5 12.0 ?;5 OaQ’-l' 7:82*

Without Teachert

Morning 0.0 17.3 78.3 30.0 32.3 0.07 14 ] G
Afternoon 0.0 15.8 89.2 35.4 31.2 0.02 18, 37
Used at all 0.0 2h.4 89.2 35.4 39.8 0.02 16, 03%%eH

*p< .05, ¥¥p< .01, *¥¥p< ,005, ¥*¥*p< 001

morning and afternoon, 24 percent of the teachers of mixed styles
provided opportunities for pupils to work in a small group, without the
teacher, planning or producing something jointly. The informal teachers

' prévided ccnsic’lérahly more of this type of experlence, including occasions
when the teacher worked with the small grow to guide thelr efforts
without imposing her own opinions; in other words, focussing primarily
on growp process rather than on the specific product. Combining morning |
~ and afternoon, 33.5 percent of the informal teachers worked wlth grows °
that were either planning or producing jointly (p< .05). Some 78 percent
of the informal teachers structured a morning that contained small

growps of 2 to 6 pupills working together without the teacher's active
participation (p< .001); in 89 percent of the informal classrooms this
growping occurred during the afternoon (p< .001). (The single informal
teaclzgr not including this growing preferred a highly individualized
_programne. ) |
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Large grouwp instruction was the third most frequent morning
growplng for the formal teachers, averaging 15 or more minutes out of
60 for both samples (Table 10). It was the least frequent of the five
growpings for the informal teachers, who used it an average of less *han
3 minutes (linear Style effect, p=< .001). In the afternoon, the
pattern for active teacher participation with a large growp does not
reach statlstical significance, though agaln 1t was used most
frequently by the formal teachers and least frequently by the informal
teachers. Combining scores for morning and afternoon yields a linear
effect for Style significant at the .005 level., For the formal
teacher, the teacher working with the large grow 1is é major grouping;

for the informal teacher it 1s not. This fits the typlecal stereotypes.

E. _Summary
To summarize, individual work both with and without active
teacher participatlon is the most frequent type of actlivity in all
types of classrooms. Differences among styles stem from the use of
large group instruction, which is a major feature of the formal
claseroom, from the complex pattern of small grow instructlon, and

from the small group working wlthout the teacher, which 1s a feature

of the informal classroom in these samples.

SECTION III. INDICES OF CLASS ACTIVITY

The overall pattern of groupings and activitles observed during
Study One led us to consider the occurrence of three or more
simultaneous actlvities, to derive and calculate a uuiformlty ratio
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dolng the same thing, and to note the times when all the children in
the class were working on a single task with the expectatlon that they

would each arrive at ldentical coneclusions.

A, Uniformity Ratio

The large growp working wlth the teacher was a hallmark of formal
classrooms in our studies as 1t has been in other studies (Haddon and
Lytton, 1968; Barcher and Ward. 1975). One implication of whole class
Inetruction 1s that not only is the teacher making all the decislons
relevant to the learning situatiaﬁ, but they are generally belng made
without provision for pupil differences. Without enterlng the area
of pupil choice, our uniformlity ratio lookas at the overall extent to
which pwll differences are taken into account through the provision
of differing activities.

The uniformity ratio (Table 12), calculated from the number of
perlods during che day divided by the number of different activities
occurring, has a significant linear effect for Style during both the
morning and afternoon (p< iDQl).l The overall pattern depicts, not
surprisingly, the formal teachers providing the most uniform setting
and the informal teachers providing the most variety, with the mixed

strategy teachers generally following a middle course.

A second implicatlon of class instruction is that it dces frequently,

though not always, lead to the paséibiiity that children of diverse

Ihis is the only measure in Study Two that was calculated using the
entire morning and the entire afternoon rather than the observation
period as the baseline. It is also the only measure using periods
rather than minutes. ’
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Table 121 Indices of Class Activity in Study Two

__Ajusted Means
. Style Bullding __ Fertlos  Analysls of Style Effects
Foal Mxed Inforsal Open Comy B 5 B _totests ()
0e8) (1)) (w9)  (r) (1) (afelith) (dfeqiah) (a02y%) Thea Deviations

Undformity lon LAY 5 ¢ - ) 10,04 D gt [, e ],

Single Task
(ndnutes)

Do W R RE NG B6 W LM Ly baper 0l

Wl L3 0l 63 L8 2 857 .60k 3,00k ] 68

Afternoon

Unifornity
Ratio (%)

Single Task 8.4
(inutes) '
>3 Simd, Aot
nimites)

-
?;ggiiegisk 25 L5 01 100 L5 Q.06%  1.098 1gme sl g,0m

0.9 36 2.0 439 K3 0,00 60R060 38 )
02 01 b <0,3 | 327 WOp a0 29 Lk

bl 28 32 24 16 000 b.81H Jo500e 21,06

;hi§§§§§;A“t‘ B8 S8 B6 620 B2 SIF WM 0% somm

< 405, ¥p< (01, ¥Hpc 005, HrHne. 000
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abiliti s wlll be expected té work to the same standard, thus ralsing
the 1likelihood of both boredom and frustration.

Single task veferas to those periods during which all pupils are
doing the same thing with the expectatlon that the outcome will be
jdentical for all. Thie happens, for example, when the whole clase is
doing the same get of math problems or writing a list of -spelling words
taﬁ times each. Thle category would not include lessons guch as
creative writing, even though the stimulus may have been preasented to
the whole class, since presumably each composition would be different,
The cruclal distinction is the intended identical outcome.

For the morning and afternoon combined theie are statistically
slenificant differences for Bullding, Style, and Bullding by Style
at the .01 level (Table 12). These differences result from the fact
that single task virtually did not occur, except in the formal, cpen-
plan clasees. This one growp of teachers used it 25 ont of 60 minutes
during the morning, and 16.3 out of 40 minutes during the afternoont
nearly half of tre observed time with all of the chlldren in the class
doing the same activity, expected to produce identical outcomes. This
pattern of usage is virtually identical with that found in Study One
(Chapter Three, above). This seems to be one of the formal teachers'

ways of coping wlth the cpen-plan room.

C, Three or More Simultaneous Activities

In contrast with the frequent whole class instruction common to
the more formal teaching styles, the informal teacher of ten provides
for a varlety of co~occurring learning settings.

The category danating the occurrence of three or more simultaneous
activities refers to the work the puplls are doing and only by |
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implication to the grouwpings. 'Actlvitles' need not be separate subject
areas; they may refer, for example, to an Art perlod including painting,
clay, and collage work. There 1ls a slgnificant linear effect for Style
during both morning and afternoon (p< .005)s Formal teachers in both
types of rooms averaged 15 minutes out of the 60 minute cbsérvatign
perlod durlng which three or more activitles occur slmultaneously in

the morning; Ainformal teachers averaged 52 minutes out of the 60

minute observation perlod (Table 12), In the afternoon, three or more

simultaneous activities occurred rarely in formal classes, but an
average of 31 minutes in the 40 minute observatlon perlod in the
informal classes. Combining morning and afternoon, the Puilding
effect 1s also significant at the «05 level, reflecting a higher use
of three or more activitles in open-plan rooms for all three teaching

styles.

D.__Assoclations with the Five Growlngs

Pearsgon correlations between the five growpings and these measures
(Table 13) show that, as expected, the uniformity ratio was positively
assoclated with large growp 1nstruction both in the morning and in the
afternoon (p< .001). It was negatively associated during the morning
wlth small growps working both with and without the teacher and
with the individual working without the teacher though not with
individual instruction. During the afternoon the uniformity ratlo was
negatively assoclated with all four of the other groupings. Class
teaching is the primary vehicle of the uniform, or undifferentiated,
learning environment.

Class teaching 1s also the primary vehicle for the asslgnment of
a single task to the entire class with the expectation that all responses
will be ldentical. Large growp instruction and single task were
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Table 13: Pearson Correlations of the Flve Groupings with the
Three Indices of Class Actlvity in Study Two

Pearsnn,ccrrela.tigns i di‘aEBr )

MORNING

With Teacher: : - T
Individual —-a 2?0 ' 005: »198
Large Growp 580**** o116 = s 6O MR

Without Teacher:
Small Growp —.,.4 50** -5 s SR
AFTERNOON
With Teacher:
Individual - 395% -4 373% 230
Small Growp =y 613 ~:190 o GH 5HHH
Large Growp o 580*H* 37 Y
Without Teacher: ,
Small Growp = BOGHHIH -.238 . 531***

TOTAL

With Teacher:
Individual ———— ~.086 .068
Small Group —— -~ %2 o 5O0MHHF
'Large GI‘Q‘IJP ——— a405* 31433*

Without Teacher: o
Individual ———— - 348 4 80**
Small Growp —— - 387% » PLPHARR

¥p< .05, *p< 01, ¥Hp< ,005, ¥HHp< ,001, two-talled

significantly, positively associated in both the morning (p< ;01) and the
afternoon (p< .05)s In the afternoon, it was negatively assoclated with
the individual puwpil working both with the teacher (p< .05) and without
the teacher (p< ,01).

By contrast, class teaching was not assoclated with provislon
for three or more similtaneous activities in either the morning (p< .001)

or the afternoon (p< .01). In both morning and afternoon, three or more
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slmiltaneous activitles was positively and significantly assoclated with
the use of small grows, both with and without actlve teacher
participation, and with the individual pyil working without the teacher.

SECTION IV, REPORTS FROM TEACHERS, THE OBSERVER, AND PUPILS

Teacher Questlonnaire and parallel Observation-Rating Scale, and the
pupll interviews provide information to support the observational

findings.

x Agresment

The itens fron the Walberg and Thomas (1971) Teacher Questionnaize
are paralleled by items on the Observation-Rating Scale. Since teachers
generally tended to ‘'disagree' or 'agree' with the statements, whille
the observer more frequently used the 1 or 4 ratings equivalent to
‘gtrongly dlsagree' and 'strongly agree', the observer ratings often
show greater differences among the growps of teachers. The correlation
between the teacher and the cbserver on a total score calculated from
this measure was .78, reflecting the fact that the pattern of ratings
by observer am teacher was usually similar, even though the teachers'
ratings were often less extreme. We would 1ike to think that the
observer's more definite pattern also reflects the perspective galned
from the many classrooms studied. In those cases where.there are
large differences between the two sets of ratings, pupll reéensss

during the interviews tend to mpport the observer's pgmagtimi-

In response to items on the Teaching Styles Questiomnalre (Bemnett,

133



119,

1976) these teachers generally agreed that pwpile sit in growps of three

or more rather than separately or in palrs (Table 14). Most pwils in
informal classes decide for themselves where they will sit 1n the
classroom; just under 68 percent of the informal teachers in contrast

with just over 14 percent of the formal and mixed style ‘l';eachera reported
allowing pupil choice in seating (p< .01). Considered by type of roonm,
over 47 percent of those in cpen-plan rooms in contrast with over 7 percent
of those in ccﬁventicnal rooms allowed thelr pwils to decide for them-
selves where they would sit (p< .05).

2o AbI11ty Groupirg

Puwpile are allocated to places or groups within the classroom on
the basis of thelr ability according to fifty percent of the formal
teachers, dropping to 37 percent of the mixed style teachers, and a
low of 10.8 percent of the informal teachers (Table 14%). Teacher report
of practice vseems swported by teacher opinion; just under 40 percent
of the formal teachers, under 55 percent of the mixed style teachers,
and ﬁaarly 90 percent of the informal teachers agreed with the
statement "Streaming by ability 1s undesirable in junior school."
Though these differences between teachers a;E varylng styles are not
statistically significant, the tendencies are in the expected direction
and in accord with Bennett's findings (1976, p. 67), Where ability
growing prevalls, it spparently is practised for the whole day.
Teachers reported that pupils stay in the same seats or grows for
most of the day in nearly 86 percent of the formal and mixed style
classes contrasted with Just under 22 percent of the informal classes
(b< 4005). |
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Table 141 Teacher, Obeexver, and Pipil Reports on the Basls of Crowps (Part 1)

| | ,':St,vle’ —_Bildg _ Chi-Squres
TR ‘ | Forna] Mixed Infornal Open Comve B S

Teaching Styles Questiomalre:

Are the eeats usually arrangsd so that pwils it in |
grows of 3 or more rather than separately or in 89,2 100,00 1000 2000 933 0,00 245
padrs?

Do your pwpils declde for themselves where they slt .. ., .., & ' i Y
11 the clasaroon’ | We W2 65 ks 1 e B
Are pplle allocated to places or growps on the A A g o E

‘Strosning by ability is undesirable in jundor schools 392 %3 8.2 650 ‘55.2 0,03 483

(ie5) (N=13) (N9)  (Nelp) (1) (afwl)  (afe2)

B0 ppdls stay In the sane seats or grows for o mea o e men e oo
08t o $he day? 858 858 A7 525 850 219 L6604

Children voluntarily growp and regrowp themselves, 283 %86 783 506 23 LA 502
1 fop children for lessons. directed at @eciﬂc e i : o

Iusetaatmﬂtﬂampchil&%ﬁmding : . i a
atd/or nath, B8 98 W8 5 A5 0k 509

]'For this and the following tables, "agreenent" pools retings of 4 and 5 on the 5—pcint Teaching

Stylaa Questionnalre seales, and ratings of 9 amd 4 on the U-polnt scales of the Walberg and Thonas
runente, For pupdl interviews, individual pupdl remonses were treated as "agroement” or

“diaagreement“ to an 1ten, and conblned for esch teacher eo that "sgreement" reflects the congensvs
of at least 3 of the 4 piplls intewiewed.

gl & -
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Ela 1t Teacher, Obeezver, and Pupil Reports on the Basls of Growps (Part 2)

b s Otpovtio- R Sl - ‘“‘13) “"3 =S A B2
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All pwpils interviewed agreed that some children do harder work
than others do. '_ |

When asked if t.hey have msv, over 89 percent of the pwils
interviewed f:aﬁ formal classes, over 91 percent of those from mlxed
classes, and over 66 percent gi‘ those from informal classes agreed
(Table 14). Asked if the:a were a "top grow®', over half of those
from formal, nes::ly a third of thogse from mixed classes, and over a
tenth of those from informal classes agreed. Questioned further,
those from formal classes usually indicated teacher deslignated
ability grows. Frank L.,l from a formal, cpen-plan room, described
how one got to be in the top grow by saying, "They're the best at
ﬁaﬂiﬁg“; Keith H., from a mixed style, cpen-plan Toom explained,
"She knows if you're clever." Pwpils from informal classes who felt
there were 'top groups' were sometimes referring to the older children
in vertically growped classes. Probing also revealed that some of the
chlldren from infazmal classes were contemplating thé implications of
‘top growp’ and. evaluating for themselves the quality of performance
from growps agtually formed through friendship or intéres‘bg For.
example, Beveriejf He in an informal class in a conventlonal room agreed
that their did have a 'top grow's. When asked 'And how do you get to

be in the top grow?' she replled,

Well two pecple, 1t's not really a top growp, but there are two
pecple who are very good at P.E. because they go to gymnastice--

Beth Falth and Irene Santa, but Irene couldn't do P.E. today and

she hasn't been for a few weeks cause she hmrt her foot in gymnastics.

1Each child has been given a pseudonym which is constant throughout
this report, Comments from pwpil Anterviews are transcriptions of
tape recorded responses.
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When asked, "When you have growps, does (tgachez) decide who's in- the
growps?" all of the children interviewed from formal classes agreed,
over 91 percent of those from mixed classes agreed, and just over

56 percent of those from informal classes agreed (p< «05).

Over 78 percent of the informal teachers contrasted with just
over 28 percent of the formal teachers reported that the children
voluntarily grow and regrowp themselves. The observer also reported
that 78 pe:\;éﬁt of the informal teachers allowed voluntary pupil
regrowping, but did not observe this occurring in a:ny of the formal

classes (p< .005).

Over 85 percent of the formal teachers, 67 percent of the informal
teachers, and all of the mixed style teachers reported that they grow

children for lessons directed at specific needs (Table 14), The

observer again concurred that 67 percent of the informal teachers

were grouping children for specific lessons, but observed less than

the reported frequency for the other two e;féups of teachers. In

formal clasaes 1t was observed just over 53 percent of the time and

in mixed style classes over 75 Pereant' of the time. Using test results
to gro@--chiidren in reading and/or math was reported by neai;ly

86 percent of the formal teachez:rs.. nearly 60 percent of the mixed style
teachers, and nearly 45 percent of the informal teachers. From
obaervation and informal interview, 75 percent of the formal teachers

in contrast wi.th under 23 percent of the mixed and informal teachers
appeared to use test results to i‘a:m reading and/or math grows (p< .05).

Other teachers did growp children for instruction in specific skills

(as reported above), but these growps tended to be based on teacher

perception of weak areas rather than test results and would tend to be
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a brief grouwing rather than an accepted, labelled band of pwplls.

Work Within Growps

Ce_

1. Use of Time -

Interesting because of its unexpected distribution though not
statistically aigmiieant, the statement, "Children working ing:m.ps
waste a lot of time arguing and 'messing about',” was agreed with by
just under 40 percent of the formal teachers, over 22 percent of the
informal teachers, and just over 7 pé:cent of the mixed style teachers

(Table 15).

2. Helping or Cheating

Most teachers reported that they expect the children to do thelr
own work without getting help from other childrén (Table 15). The
observer, noting reprimands for consulting in some classea yet overt
teacher suggestlons that anothex child might help in other elaséea.
recorded all the formal teachers, nearly 46 percent of ‘the mixed
style teachers, but only just under 22 percent of the informal teachers
giving clues to pupils that indicated the children were expected to do
thelr own work without getting help from other children. Many of the
teachers, especially the informal ones, drew a line between 'helping'

- and "telling'. This is a discrimination the children gpparently

understood:t during the puypil interview, none of the informal pwpils
agreed to the statement "When your classmate doesn't know how to do
something, 1a it cheating if you help him/her?" Over 47 percent of
the pwpils interviewed from mixed style classes and over 53 percent
of the puplils from formal classes felt that helping would be cheating.
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Half of the formal teachers and all of the informal teachers
reported that’tﬁgi:ﬁpupils work individually and in small grows at
various activities tTable 16). Interpreting 'at various activities'
to mean those occurring simultaneously rather than gequentially. the
observer found this the typical pattern for all of the informal
classes, far.nearly 67 percent of the mixed style classes, but for
none of the formal classes (p< .001).

When asked if they ever work on their own, with a partner, with
a fewielassmétes, and with the whole class together most pwpils from
all styles of classes indicated that they had had these experiences.
(This does not, however, indicate frequency.) Though less than 45
percent of the pupils from any of the teaching style groups agreed
that they "ever work in a big growp with children from other classes,"
1t did appear that the word 'work' was operant. When questioned
further, many children disqualified such things és_Assémbly, Gamag,
television, and occasionully Music since these activities were not
conaldered ‘wa?kiﬂg‘- It would appear fhat from the child's
perspective most class grows are discrete entitles.

Class Instruction

Affirming the importance of class 1ns£ruetioﬁ; over 64 percent of
the formal teacﬁers in contrast with under 22 percent of the informal
teachers reported that texts and naterials are sugplié& in class
gets (Tab;e 16). The observer noted that all of the formal %eachers,
over 40 percent of the mixed style teachers, yet none of the informal
teachers used séts of books or materials for the elaaﬁ as a ﬁhalevfar
at least gome of the academic subjects (p< .001). (Hymnals for Assembly

were omltted from consideration.) Placing class teaching as a clear
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feature of formal education, 75 percent of the formal teachers, over
33 percent of the mixed style teachers, and only just over 11 percent
of the informal teachers agreed with the statement, "My lessons and
assignments are glven to the class as a whole" (p< .05). The observer
noted a more extreme pattern, rating all of the formal and none of the
informal teachers as glving class lessons and assignménts (p< .001),

Pwpil reports affirm the prevalence of class teaching in the formal
classroom and suport the observer's report of its rarity in the informal-
classes. When asked, "When you're doing numbers wlll everyone else
be doing numbers and when you're doing art will everyone else be
doing art?" over 89 percent of the pupils interviewed from formal
clagses agreed, over 47 percent of the puils from mixed classes

agreed, but none of the pwils from informal classes agreed (p< ,001).

SECTION V., GENERAL CONCLUSIONS,

In summary, the growplngs do provide a concrete and discriminating
index of classroom practices. The detailed results presented in this
and the previous chapter support a number of general conclusionsi

1. The dominant learning situation is the individual pupil working
without active teacher participation, though this varles from the
pwil working individually on a task glven to the entire class,
to the child selectling his own task.

2. Class instruction is used by all styles of teachers, though
significantly more so by the formal teachers.

3. Most children sit in groups of three or more. These small growps
may occur because of avallable furniture, for organizational
convenience, or to facllitate pupil planning and problem-golving.

4, As an organlzational device, small grows are used by teachers of
varying styles. For the formal teachersy growing generally reflects
abllity streaming while the informal teacher is less likely to use
ability growps and more prone to use lnterest growings. Informal
teachers use small groups more frequently than formal teachers, but
bullding effects complicate the total pattern.
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6.

7

8.

129.

In gené:gl, concerns with pedagogy and management dominate the
teacher's resgponses to the various growing patterns when she is
actively participating, rs:ther than concerns with discipline or

goclal development.

For the growings without the teacher actively ;artieigati,ng.
teacher responses shift to a prevalling soclal focus, though
pedagogy and management are still influential.

The informal teachers structure a more complex network of
activitles, often providing for several different sorts of
groupings to occur simultaneously.

The differences between grouping practices are most evident in
the morning when academic work tends to prevall.
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ORGANIZATION AND EVALUATION OF THE CURRICULUM

"Curriculum defines what counts as valld knowledge,...evaluation
defines what counts as a valld realization of thls knowledge on
the part of the taught." (Bernstein, 1971, p. 47)

SECTION I. INTRODUCTION

In this chapter we will initially- consglder the te;acheré'
organlzation of the curriculum, Which subjects are stressed? In what _
ways do teachers allow for pwil choice? And returning to our concern
with growlngs: which growpings are commonly used for each subject?

Secondly, we will be concerned with the way the pupll construes
the é.ctivities that commonly make wp his school day.

In Study One we cghaiierecl the curricﬂﬁm as 1t was observed and
algo as 1t was reported by the 12 teachers, In Study Two, four
children from each of the 30 classes were interviewed to investigate
puplls' perception of school activities. Supporting data. were
gleaned from the Walberg and Thomas rating scales anci the Teaching

Styles Questionnaire. (See Figure 1, p. 75.)

SECTION II. VARYING EMPHASES WITHIN THE CURRICULUM IN STUDY ONE

ort of the Growings Used in Fach Subject Area

Fach of the twelve teachers in Study One kept a dally tally of the
activities engaged in and the growings encountered by a epecific pwpil,
Four school days were sampled focussing each day on a aifferent pupil.
From these teacher records a frequency tgble wés congtructed to
graphically illustrate which subjects were most emphasized and also
which growpings were favoured for which subjects (Table 17).

Teachers reported using individual and large growp instruction for
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Table 171 Frequency of Growpings for Various Subjects from the
Individual Pupil Schedules in Study One

:
i

: ‘w | -g - §’
P é q"é %ﬁ ',
21 21 £ 84538 2148 :
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) [ = ) k=
GROwPINGS 1 "= A | @ Ml ol MR NRN
With Teachers _

Individual 13119 (17 ] & 3 1] 1 1| 10

Small Group v 4 2 1 1 _ b

Medium Growp 1 1 3 2 1l

Large Growp - | 15 18 10 2 19 17 5 11 5
Comb'd Classes | __ | 1 | _ | __132 | 6|2}|.8].212 ,
Total 29 |43 {32 | 7 |3 |26 |n|20f2 .
Without Teachext .
Individual Wy | 4o | 34 8 | 12 2 30 1]
Small Growp ' 4 5 3 13 9 3 |
Mediun Growp 1 2| 6 ‘ 1 1|
Large Group 1 1 1. o
comb'dClasses | _ | | — | - | — } — | — | = | — | — |
Total 45 bs | 12 | 26 31 o0 o | L |
GramdTotal | 7 |8 [ | |6 |29 |20 613 [

the core curriculum of Hrit_ingi Reading, and Numbers, with only occasional
small grow work for Reading and Numbers. " From the pi;ails': viewpolint
the dominant grouping was individual work without the teacher.

T Art and Science in

[ o

truction followed a similar patterns the

J‘F'ram abser\ratian, only 4 of the 12 teachers were actively providing
sclence instruction; of these four, 3 were informal. In each instance
there was a mixture of class instruction and individual work. In 5 of
the classes there was neither any sclence taught nor any evidence of
3t around the room. In 3 other classes where chlldren had substantial
cholce in the: ‘i1ndividual topic they followed, some of the p‘@ils did
gelect {:Qples that were predominantly sclence-oriented.
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individual working on his own with some individual and large growp
teachlng, though for Axt there was a greater proportion of small group
work both with and wlthout the teacher.

Soclal Studies and Drama® were slightly moxe varled. Social
Studies instruction was dominated by large group and combined classes
teaching; when woxking without the teacher, however, pupils were
equally apt to work in a small grow or individually. For Drama,
small growp work both with and without the teacher was nearly as
common as large grow instruction.

For Physlcal Educatlon and Music, large growp instruction was
favoured thowgh combined classes instruction was aleo common. The
opposite was the case for Rellglous Education whexe the combined
classes Assembly dominated thowgh some large growp instruction was also
reported,

Looking at the total frequencies for each subject, Reading, Numbers,
and Writing were reporxrted most frequently, as we would expect. Soclal
Studies (dominated by History and Geography) and Art were less frequent
than the 3Rs, but were still a common dally feature. Religlous
Pducation and Physical Education, both of which are usually determined
by school timetable rather than by teacher decisions, were reported
only half as frequently as Social Studies and Art. Muslec, another
subject often scheduled on a school-wide basls, was reported even less

frequently., All of these findings are as would be expected. What was

j‘In ten of the classes no Drana was observedy nelther could the
Physlcal Education £it into the intermediate categories sometimes
xeferred to as Movement or Dances No pwil improvisation was observed
during Study One. In both of the clamses where dramatic activities
occurred, they were teacher produced practicee for parent evenings, one
with musical accompaniment.
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suprising was the rarity of both Sclence and Drana,

These patterns were generally true, in both open-plan and
conventional rooms, for both formsl and informal teachers.

There were no significant Bullding or Style differences in the
totsl number of activities with the teacher, as tested by the Mann-
Whitney UTest (Siegel, 1956, pp. 116-126), There was a significant
Bullding effect for the total number of activitles without the teacher
(U=7, p=.047), with those in the men-plan rooms reporting this less
than bthéae in the conventlional rooms. It should be remembered,
however, that teachers were reporting Gccurrexﬁe and not the amount

of time mpent in a particular way.

Es Jbgexved Diffexcnces in the Teachine
Fronm obgexving the twelve teachers, it was clear that they all
gtressed the basic skllls while aiming to provide a balamced curriculum.
Differences were primarily in the emphases placed within the subjects
and in the growing patterns used. In two subject areas, Reading and

Art, these differences were most pronounced.

1. Readling

During the day of observation contrasts in the area of reading
were extreme: some teachers used reading as an integrated part o
other subject areas, not teaching 1t separately as either a skill or
a content area; other teachers devoted the bulk of the day to reading,
employing a varlety of spproaches to emphasize both the pleasure which
reading can involve and the skills which it requires. The difference
in gpproach to reading polarized the formal and the infornal teachers:
to oversimlify, in classes containing B-year-old pupils, the formal

teachers used reading; the informal teachers taught reading. Three
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of the twelve teachers had a reading programme that was both intemsive
and cxtenslve; all three were informal teachers., All slx informal
teachers made a polnt of hearing individual pupils read to them; only
one formal teacher did. For those with a relatively btalanced reading
Programme, the morning was devoted to skill practice and the afternoon
vas given to reading for knowledge in other content areas or to reading
for pleasure. To reinf@rce‘ the practice of reading f@ipleame,

nine of the twelve teachexs concluded the day by reading to the children.

2. _Art

Eleven of the 12 classes had art work at some point during the day
of observation for at least some of the pupils. Formal teachers tended
to emphasize the product whilé informal teachers emphasized the process.

_'I‘a 11lustrate, in two formal classes pwpils were glven step-by-step
instructions which led to the production of uniform products. In
another formal class, when puplls had tidied away, they filed to the
front of the room with their work to hold it wp for the teacher and their
classmates to see and comment. Though products were extensively displayed
in the informal classrooms, the value was placed on expression and
experimentation. In one informal class art ?rr;v:k was golng on throughout
the day, both in relation to other content areas and as a separate,
expreasive activity Lltself. In another informal class,' the entire room
was turned over to creatlve actlivitles with a variety of media
avallable for pupile to select froms Both formal and informal classes
linked art with toplc work, usually with children selecting thelr own

materlals and using them as they wished.

Observed Framevork for Pupll Cholce

Looking at the organization of the day across subject boundaries,
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pupll cholce was another area in which teachers differed in thelr
emphases, Nine of the twelve teachers provided opportunities for

gome pwpil decision-msking. We will use the term ‘framework' to referx
to this since the teacher provided s framework within which the pupil
determined some part of the su'bsﬁanee. In several instances, the
teacher determined the subject area while pupils vere relatively free
in their selection of media, pace and sequerxe, and format for the
response, Exanmples obsexrved included art lessons in which the teachex
provided the initial stimulus, perhaps from a story or thelr Social
Studies unit, ;a’nd then allowed the children to select thelr own materials
and the form of their response within the limits of the swpplles
avallable. Creative writing, topic work, and scme reading perlods
followed a similar pattern. Another, though less frequent, framewa.?k
setting was time; the pypile were to work in thxee su‘t;ject areas during
the morning, but they could determine the sequence and relative
duration of the !a.ctiv’it.ies; In the least structured framework
situation the teacher allowed most pupile to select their own activity
as long as it was constructive and quiet enough for her to work
intensively with a small growp or an individual.

From the Observation Schedule, analyses of variance based on the
munber of minutes indicate that the informal teachers provided
slgnificantly (p< .05) more opportunity for the puplls to make decisions
affecting thelr learning activities as imdicated by the framework
perlods (Table 18)., Analysis of the number of periods showed a similar
trend. To portray this considerable difference more starkly, we note
that durlng the full day of observation, the formal teachers averaged
35,8 minutes contrasted with the informal teachers' average of 99.2

minutes wher some framewerk allowing pwpil é.-;h_elce was provided.
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Table 181 Framework Allowing Pupil Cholce in Study One

, F-ratios
B 8 BS
(af=1)8) (af=1;8) (af=1;8)

Perlods 0-3 1.7 2.? 3-7 l-ml‘ Ll'i 9?# 0. 63

#p< »10, *p< .05

Three of the six formal teachers had no semsilons that could be considered

franmework perlode; full instructions were given for each activity,

SECTION IIT. AIMS AND ORGANIZATION OF THE CURRIOULUM IN STUDY TWO

In the light of these findings, observation in Study Two focussed
on those five areas reported most frequently in Study One with
gpeclal attention to Reading and Art since they both distinguished
between formal and informal practices. In practice this was convenlent
slnce most teachers emphasize the 3Rs during the morning and provide
opportunities for Art and topic work during the afternmoon.

Thirty different teachers and thelr classes were obsexved for
Study Two including 13 whose practices could best be described as a
mixture of formal and informal. Teachers completed two guestionnalres
(Bennett, 1976; Hﬂ_’he:g;rﬂ Thomas, 1971). We will twrn first to

relevant data from these instruments.

A. _Aims

The acquisition of basic skills in reading and nunber vork was
considered very important or essential by all thirty teachers (Table 19).
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Table 19t Teaching Ang (Part 1)

__Pazcont Agveenend _(AdjustedL o
| _Shle  tullding _Chi-Squares
Fornal Mixel Inornal Upan anw- B 5
saching Styles Questionnaires (Mus) (1e8) (ed3) (M=)  (Nel7) (We)) (dfw)) - (dfe2)
Pmmtian for academle work In escondavy achool, 22 24 227 A1 173 000 0.7
In tndorstanding of the world tn whiohppils ves  6h2 512 665 73 WS L3 0.8
o sl of balo Slle tn el A a0 1000 1000 200 1000 e e
The develeopnent of pwpile' crestive abilities 60,6 70.1 892 704 72 000 186
The encouragenent of self-expression, 6,5 788 1000 8.7 B0 005 323
Helping pwpils to co-cperate with each other, 608 99 887 75 NI 067 A9
The scceptance of normal staniards of behaviour, 60,8 M0 557 A4 607 006 0.5
The enjoynent of school. 5,0 756 887 753 693 000 3.9
The pronction of a high level ofacadsmie slalment, 358 209 27 K9 20 01} 0%

1

Ror the Teaching Styles Questlonnadze, xatings of alng as ‘Very {martant' or 'Besentlal' ave treated

a¢ 'agreonent's For the Valberg and Thonas Instrunents, ratings of '3' or ' on thelr 4-point scales

are treated as 'agreement’,
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Teble 191 Teaching Alny (Part 2)
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For most of the formal teachers academic achlevement is of paramount
importance; nearly 72 percent of the formal teachers, contrasted with
less than 23 percent of the mixed style and informanl teachers, agreed
that "Academlc achievement is my top priority for the children" (p< .05).
Observer report augmented this difference (p< .01)s Academic competence

i1s an immediate rather than a long-term aim; only 14 percent of the

formal teachers and just under 23 percent of the informal teachers

believed that "Preparation for academic work in secondary school" was
a very important or essential g’@al.j'

Approximately 65 percent of both the formal amd the informal
teachers reported that they hope to gulde pwils to an understanding
of the world in which they live. Over half of the teachers also
:r:ega:ded‘ 1t as very important or essential that pwils sccept normal
standards of behaviour.

Informal teachers reported valulng the affective aspects of the
classroom to a greater extent than did the formal teachers, though the
differences are not statlstically significant. Ovexr 89 percent of
the informal teachers, though less than 61 percent of the formal teachers,
agreed that the development of pupils® creative abllitles is very
important or essential. All of the inférmal teachers, compared with
under 68 percent of the formal teachers, rated the em\auragement of

self-expression similarly. The enjoyment of school was highly valued

lThe slightly greater percentage of informal than formal teachers
concerned with preparation for secondary school may be an artifact

of the larger age span within thelr classes. While the formal teachers
had reglster groups composed entirely of second year junior puwils
(8-year-olds), two of the informal teachers had combination second and
third year growps and one of the informal teachera taught a register
growp cormposed of second through fourth year junlorass, For these three
Informal teachers, secondary schooling 1s a more immiment prospect.
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by nearly 89 percent of the infcz::ms.l tear’ 2rs in contrast with just half
of the formal teachers. Helping pupil .o co-operate with each other
was at leaat 'very important' to nearly 89 percent of the informal
teachers compared with only 61 percent of the formal teachers.

It comea as no surprise that all teachers agreed that I promote
2 purposeful atmosphere by ez@eﬁting and enabling children to use
time productively and to value theilr work and learning'. A teacher
could hardly be expected to endorse an wpurposeful atmosphere, wasted
time, or a low valuatlon of aschool work! Treading gingerly, the
obgerver intexpreted "purposeful atmosphere' to mean that the puplls
demonstrated not only concentration on the task ‘but also appeared to
derive Eatiafastign rather than relief from completing 1t. ‘'Expecting
and enabling chilldren to use time productively’ implies an organization
which ensures that both the pacing and the content of activities is
appropriate for the individual pwpil. In order to 'value thelr work
and lesrning' pupils must derive immediate satisfaction for it and/c:r
be convineed that it will be useful in the future. | (Thg 8-year-old
is naturally more interested in immediate satisfaction.) With these
qualificationa, all of the informal 'heacﬁers, nearly 93 percent of the
mixed style teachers, but only 36 percent of the formal teachers, were
rated as promoting a purposeful atmosphere by expecting and enabling
children to uae time productively and to value thelr work and learning
(p< .001), Stretching the purposeful atmosphere to pupil involvement,
observer records indlcated that most of the time in only 11 peircent
of the formal classes, in 70 percent of the mixed style classes, but
in all of the informal classes children were deeply involved in what

they were doing (p< .001).
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The organization of the school day or week to provlide opportunities
for the pupils to work in grows of varying compositions has been
discussed in chspters three a.nd four. Briefly recalling the findings,
e nate_ that the informal teachers considered streaming by ability
undesirable, but did use small growp lessons, basing the instruction
on the individual child and his interaction ﬁi%h the particular
materials. In contrast, most formal teachers used test results to
grow children for reading and/or maths though they reported and
were observed glving thelr lessons and assigmnenﬁs to the class as a
whole, Pupils' reports also reflected the prevalence of class teaching
in the formal classroonm.

Le M,ate;'iéls

A prime 1ssue in the organization of materials is thelr
distribution (Tables 20 and 21). In the formal classroom the teacher
directs distribution while in the informal clasercom pupils often are
permitted to si:;:ply themgelves though general guldelines about procedure
are explicit, Over 78 percent of the formal teachers, in contrast with
under 11 percent of the informal teachers, reported that materials are
kept out of the way until they are distributed or used under teacher ,
direction (p< .05), Teachers with mixed styles assumed a middle
position with nearly 42 percent opting for teacher distribution.
Observer reports emphasized the distinction (p< «001), Affirming
teacher control of resources, nearly 90 percent of the formal teachers,
but just over 22 percent of the informal teachers, agreed that they
make sure children use materials only as instructed (p< .05), Observation
revealed totally polarized practicea: all of the formal teachers,

nearly half of those with mixed styles, but none of the informal
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teachers made sure that chlldren used naterials only as instructed

(p< «001). Thmgh informal teachers frequenily suggested or demonstrated

the use of specific naterials, pupil experinentation was always a viable

alternative. According to thelr teachers, naterlals were readily
accessible to children in nearly 72 percent of the formal classes and
in gpproximately 90 percent of the nixed style and informal classes.

Interpreting *readily sccessible' to mean that the pupll could supply

obgerver found that in both the mlxed style and informal classes,
children did get materials, but in all of the formal classes the
teachers eantr;].leci distribution (p< .001). Materials were effectively
inaccessible £o thelr pwils.

With pupliles in informal classrooms provisioning themselves, an
abundant supply of entleing materials is essential. Sonme 35 identical
textbooks will not sufficel One aspect of entlcing is the avallability
of materials to manipulate. Teachers reported that manipulative
naterials were supplied in great diversity and range, with little
replication in rearly 78 percent of the informal classes, over 68
percent of the mixed style classes, I:uft- in only 25 pexcent of the formal
classes. Observer report also indicated a polarization of formal and
informal practice (p< .001). Though fron 72 to 100 percent of the
teachers agreed that el‘njjléren‘ work directly with manipulative materials,
during the day of obamervatlion this was noted in only 1l percent of the
formal classes, in nearly 85 percent of thémixed style, and in all
of the informal classes (p< .001).

A second aspect of entleing is relevance. Over 78 percent of the
informal teachers, & percent of the nixed style teachers, and all of
the formal teachere reported that the environment includes materials
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the teacher has developed. During observation, half of the formal
teachers and all of the mixed style ‘and. informal teachers used nmaterlals
developed by theﬁsalveg (p< .005). Providing common environmental
materials (such as rocks and plants avallable in the area) was reported
by 85 percent of the formal and mixed style teachers and by all of the
informal teachers. These types of items were observed 1n nearly 40
percent gf»'thé formal classes, nearly 60 percent of the mixed style
classes, and all of thelnfcrmal clagses (p< .05)« It is pertinent
that while irfeival teachers tended to consider environmental objects
a contimr’ns feature of the ciassracm, both formal and mixed style
teachers tended to emphasize them for a specific and finite topilc.
Use of thé neighbourhood was reported by spproximately half of the
formal and mixed style tea~hars and by 67 pexcent of the informal
teachera, This we3s one oi the ltems for which observation was
augnented by teacher-observer conversations. On the basls of the
combined observation and conversation, none of the formal teachers,
51 percent of the mixed style teachers, and 78 pexcent of the informal
teachers seemed to use the nelghbourhood moderately or fraquently.j‘
Besides manipulation and relevance, the inte:esté of fellow
classnates can be powerfully enticing. According to teacher report,
children used "books" written by their classmates as part of thelir
reading and reference materials in nearly 56 peréént' of the informal

1Qne formal teacher was planning a unit on the natural environment
siressing observation, recording, and classificatlon. Since the
nelghbourhood was not a feature of the learning programme during the
first two terms of the year, the projected topic seemed more an
occaslonal than a moderate or frequent use of the neighbourhood: The
planned emphasis on identification of wildlife and exclusion of the
study of the pesple in the area cemented the Lmpression that this .
1golated unit was not an exanple of what Walberg and Thomas intended in
the phrase 'use of the nelghbourhood'.
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classes, dropping to nearly 16 percent in the mixed style classes,
and disappearing éltegather in the formal classes (p< .05). Observer
. report showed a similar though non-significant pattern. From 70 to
100 percent of the teachers reported that the enviromment included
materials developed or s@pliéd by the children, Observer inter-
pretation included only those pupil possessicns that were teacher
sanctloned during school time, and not the games or equipment that
én‘teift.ain at playtime or such itgms as decorative pemii‘ba;tes that
foxm no part of the learning situation. All of the informal classes,
5 percent va the mixed style classes, but only 14 percent of the
formal classes used materlals developed or supplied by the puplls as

part of the learning environment (p< .005).

Whatever the manner of distribution or the abundance of supply
of materials, all teachers reported that children's activities, |
products, and 1deas are reflected abundantly about the classroonm.
The observer agreed.

2. Integration

Describing open educators, or what we refer to as :Lnfprmal
teachezs.. Perrone (1972) sjliggests that they "see the integratlon of
153:115.31;; its wholeness, as an essentlal base for personalizing the
equcational process. Such a view does not negate the need for basic
skllls. These skills are considered fundamental, but never in isolation
from other learning experiences" (p. 8). This view was generally
concurred with and reflected in the work of the informal teachexrs in
this sample. Divisions of work into subject m.atte,i‘ areas vas reported
by all of the formal teach:i's, 63 percent of the mixed style teachers,
but only 33 percent of the informal teachera (p< +05) (Table 22).
During observation all of the formal teachers, 93 percent of the mixed
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gtyle teachers; but only 11 percent of the informal teachers divided
work distinctly into subject matter areas (p< .001). Several of the
informal teachers specifically commented that_this integration of subject
areas should not lead to a neglect of the direct teaching of specific
skills nor should integration become an overridlng concern in itself.
Thelr central objective was blending of subject areas to provide a
broader perspective on the questlons under study. |

Integratlion demands the wide range of materials ieferred to ahéve.
According to teacher report, 61 percent of the formal teachers, 63
percent of the mixed style teachers, and 22 Pe:cent of the informal
teachers base thelr instruction on curriculum gﬁi&éé or the textbooks
for the grade level they teach. During observatlon, all of the formal
teachers, 54 percent of the mixed style teachers, and over 11 percent
of the informal teachers relled heavily or solely on teacher manuals
or textbooks (p< .00L). Most of the informal teachers and nearly half
of the mixed style teachers, though familiar with the guldes and texts
appfqpriate to their classes, used a wide range of materlals drawn from

varlious contexts.:

SECTION IV. PROVISIONS FOR PUPIL CHOICE IN STUDY TWO

After visiting 53 open-plan primary schools during the school
year 1970/71, a team of HMIs presented their observations:
No school gave the children total freedom of cholce, and there
was alvays sone expectation about the kind of things to be
“covered in one or two days, or in a week; and they always lncluded
reading, writing, mathematics and usually creative work.
(Department of Education and Science, 1972, p. 11)-
Our sample of 42 teachers and their classes from Studies One and Two

matches this descripti~m., As has already been discuassed ('Observed
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Framework for Pupil Choice', . above) the manner in which teachers
provided for pupil choice distinguishes between formal and informal
teachers. For Study Two we gﬁntinuéi the use of framework to describe
teacher structuring of pupll cptions. We subdivided framework inte
six eaﬁegaries to investigate those areas in which teachers were
allowing pupll choice:

Pupil cholice of timing includes the pace, sequence, or

duration of work.

Pupil cholce of partners Iefers to the companions with
whom the pwpll warks.

Choice of locations while working may be noted either
within the room or bullding.

Pwpil choice of content, or discipline, is indicated in those
instances when the pwil may declde whether to do, say, maths
or writing, ‘

Pwil cholice of activity refers to those decisions made within
a dlscipline. One common exanmple is the art lesson in which
pwils select among painting, clay, or model building.

Pwil choice of materials includes selection such as reading
or reference materials, art swpplies, and maths equipment.

The framework teachers provided could clearly allow for pupil choice
in one, several, or all of the areas. We anticipated fhat framework
would agailn distinguish among the teaching styles, and further, that
teéchers wlth mixed stylés might be prone to provide options in some
areas, though not in others. (Instruments and instructions for their
use may be found in Appendix II.)
1. Formal Classes

We found in fact that n@né of the formal teachers provided
opportunities for pupil choice in any of the six subcategories of
framework during elther the morning or the af ternoon (Téble 23).
Similarly on the Teaching Styles Questionnalre, we found that only one
of the formal teachers reported allowing puplls to select their own

seats; thls was not evident during the one day of observatlon.
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2, Informal Classes

The informsl teachers, and particularly those in cpen-plan rooms,
allowed for negﬂy}cenﬂnuéus pwpll declsion-making; 1n the open-plan,
informal glassraém, pwils could select their own locstlon Quring the
entire 60 minute maming observation period; they eoxila exerclse choice
in timirg, partners, content and activity an average of 56 of the 60
minutes; and could select thelir own materials an averaée of 44 of
the 60 minutes. In the afternocon, pupil choice averaged 36 mi;nut.es
out of a 40 minute obsexrvation period for each of the six categories
of framework. | ,

Just slightly less pyll choice was provided for in the informal,
conventional rooms: partners and locatlon were pwpil decisions for
over 52 of the 60 mimites, timing for over 47 minutes, then'drqpying
conslderably to 15 minutes of pupil cholce for content area (or
discipline), nearly 14 minutes of pupil cholce of materials, and
under 8 minutes of pupil cholce of activity during the morning. The
afternorm pattern was similar *to the morning's: again tining, Paﬁﬁer,
and T.ioy optlons were mnét frequent, occurring an average of 30 of
the 40 minutes. The next most common option, however, was selection
of materlals, averaging nearly 24 minutes. This 1s not surprising
gince both art and toplc work are common afternoon activities. Puwplls
in informal, conventlonal rooms had a cholce of activitles within the
discipline for an average of 15 of the 40 mimstes, and a choice of
content or discipline just over 6 minutes.

The overall pilcture shows that pwil cholce was nearly continuous
in the informal, ¢pen-plan rooms and was considerable in the informal,

conventional rooma.
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3. Mixed Style Classes

Teachers with mixed styles used five of the six framework
categories, though tc a lesser extent than the informal teachers.

Py il choice of ;qntént area, or discipline, did not occur in mixed
style classes in either the open-plan or conventional rooms, in either
the morning or the aftermoon. In the morming, in mixed style, open-
plan classes puplils had cholce of timing for over 22 of the 60 minutes
and a choice of partners and location for nearly 14 minutes.

They could select their own materials an average of over 8 minutes,
ard thelr own aéﬁivity an average of }iearly L minutes. The afternoon
pattern varied from the morning's, Pupils determined timing an
average of only 5 of the 40 minutes, but selected thelr own partners
an average of over 2% minutes and thelr owm location an average of

20 minutes, or half of the cbserved time, ;Phey gelected thelr own
activity for only 4 of the 40 mimutes and swrprisingly did not select
their owm mateiia.ls at all.

Paralleling the informal pattern, in the morning mixed style
clagses in conventional rooms allowed for less pupil %:héiee than wasg
the case in open-plan rooms. Puplls could exercise ¢, ..ons on the
timing of their work an average of 19 of the 60 minutes in ‘the -»marz’:iné
and could select thelr own partners an average of 10 minutes. Puplls
could determine thelr cﬁn materiale and activities for only 5 and 4
minutes respectively out of the 60 minutes observed. They were not
allowed to select thelr own location at all in the morning. In the
afternoon the pattern in mixed style, conventional rooms was more
flexible, probably reflecting the change from the 3Rs. to art and topic
work, For 32 of the 40 minutes observed, puplls could select their own

partners. For an average of 24 mimutes they selected their own activity.
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Timing and location were pwpil options for 16 of the 40 minutes, with
pupil choice of Vmateriala averaging 8 minutes,

In general, }t’he mixed style classes alloved moderate opportunities
fai* pwpll cholce of timing, partners, and location, with occaslonal
pwpil choice af v ¢lvities and matexlals, and no P@i]: cholce of the
diseiplir: he works in, This 1s a middle position *be,tween the formal
teachers' rejection of pupil cholce and the Lnfo:mal teachers' nearly
continuous provision for it.

2 and Style Effﬁg;i:g

Chl-square tests for occcurrence or mon-occuxrence of timing,
partners, lacation, and content show a statistically significant
Style effect beyond the ,001 level in both the norning and the afternoon
(Table 23)s Activity has a st,é.tistieally significant Style effect.
beyond the .005 level for both morming and aftermoom. The Style
effect flcar materials is significant beyond the ,0L level in the norming
and the .001 level in the afterncon. I‘ﬁéf@ axe no significant

Bullding effects.

Supporting the observation schedule dats, the questionnalre item
'The day 1s divided into.large blocks of time within which children,
with my help, determine thelr own routine' was sgreed with by none of
the formal teachers, by over 21 pexcent of the nlxed style teachers,
and by over 78 percent of the informal teachexs (p< ;ODl) (Table 24).
Obaerver repcrtas swport the formal and Informal percents, but none
of the mixed style teachers were obamexrved while pwplls were determining
their own routine (p< .001), Conversely, all of the formal and all of
the mixed style teachers reported that they plan and schedule the "
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Table 241 Teacher, Observer, and Pupil Reports of Ppll Cholee
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I plan and schedule the children's activities
threugh the d.ay '

Yalberg and Thonas Obge. vation-faiing Soals:
Day 1g divided Into largs blocks of time within

which children, with the teacher's help, 0,0 0.0 783 0.0 150 0,28 20, 50mkex
deternine thelr omn routine.

00,0 1000 M3 B0 850 008 1.0pe

Teacher plans and schedules the children's
activities through the day.

By 11_Intaﬂiewsl=

100,0 1000 2L7 70,0 850 0.28 21, 50w

Do you ever choose what activity you want to do?  10.8 22,6 89,2  40.8 3%8 0,04 13 5Gter¥

Does (teacher) tell you when to do a particular
actlvity'?

Hay you choose how long you'd 1ike to stay
vorking on an activity?

1000 929 73 86 1000 0% 2.6
00 71 557 b 150 001 10,60m

lFor this and the following tables, individual pupll responses weve trested as 'agreement'
or ‘dlsagreement' to an item, and combined for each teacher so that 'agreement' reflects
the consensus of at least 3 of the 4 pipils intervieved,

< 105, Hp< \01, ¥p< 005, H¥ip< ,00]
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ckildren's activities through the day, while only 44 percent of the
iniormal teachere concurred (p< .001). During observatlon, it was
noted that all of the formal and mixed style teacher planned and
acheduled the children's actlivities through the day, but fewer than
22 porcent of the informal teuchnrs had done so (p< .001).

Puwpll reports supported those from the teachera. When asked,

'Do you ever choose what activity you want tu do?' n=zarly 90 percent
of the puplls interviewed from informal classes agreed. Just under

23 percent of those in mixed style classes and under 11 percent of

the chlldren interviewed from formal cla:ses thought they ever had

the cpportunity to choose their own activity (p< .001). BEmphasizing
that framework does not imly totally free cholce, when asgked,

"Does (teacher) tell you when to do a particular activity?' over

77 percent of the pu@iis interviewed from informal classes, 93 percent
from mixed style, and all of those from formal classes agreed that the
teacher dld indeed tell them when to do something. None of the puplls
interviewed from formal classes, 7 percent of those from mixed style
classes, but nearly 56 percent of those from informal classes agreed
that they could choose how long they would like to stay working cv an
sctivity (p< «005).

In short, both teacher regponses to qpastiannaire itemg and pwpll
responses during the interview supported the obzervatlon schedule
findings that formal teachers control the learning environment for
their pypils while informal teachers structure a framework wlthin which

pwils make relevant cholces.
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SECTION V. EVALUATION OF PUPILS IN STUDY TWO

In all types of bulldings with all wlyles of teaching, evaluatlion
1s a necessary and pervasive element of the teaching-learning situation.

The emphases in evaluation highlight the values of the teacher.

A, _Teacher Evaluation of Individual Pupils

The formal teacher evaluates the individial chlld 1n comparison
with his peers; the informal teacher is rrimarily concerned with guiding
and assessing individual progress. Nearly 86 percent of the forr
teachers reported that they use tests to evaluate children and 1:': them
ir comparison to their peers, while only 22 percent of the informal
teachers and 37 percent of the mixed style teachers endorsed ccmparisons
between children (p< .05) (Table 25). On the basis of observation
and teacher-observer conversation, all of the formal teachers, but
none of the lnformal teachers were using tests to evaluate children
and rate them in comparison to their peers (p< .001). Two of the
réié?ant Walberg and Thomas teacher questionnalre items proved
difficult for the teachers %o interpret. The obaerver ratings, made
after teacher-observer coi varsations, are more likely in these instances
to provide an accurate account of practices; teacher response:s ure
given to complete the plcture. On the first item, roughly 70 percent
of all teachers reported giving children tests to find out what they
know. .Following teacher-observer conversation, it was concluded that
all of the formal teachers and 70 percent of the mixed style teachers
used testing to find out what their puplls had learned, while only 23
percent of the informal teachers used paper and pencil tests (p< .005).
Most of the informal teachers based evaluation on a combination of

observing and working with the pupil on a particular task plus
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Table 25+ Teather Evaluation of Individual Pipils

Percent Agreement (Adjusted)
T Sle Bellle | Chi-Sqwre
Formal Mixed Informal Open Conve B &
(I=G) (Ne13) (Ws0) ~(Nelp) (NeLD) (df=1) (dF=2)

Pipils work better when notivated by narks or stavs, 1000 '52.8 222 0.8 55 001 10,53
Walberg and Thonas Teacher uestionnaire:

o]

Ints
Teaching Styles Questlonnaire:

I uge teets o evaluate children and rate themin ., . , e e o q e e
sompatison 40 Lnelr peers. 8.8 0 22 Wy B 00l 760

I give children tests to find out what they know  7L7 685 €10 69.8 £7 000 0,05
Children expect me to correct all their work, 8.2 9.9 0 766 93 0% %07

To obtain diagnostle infornation, I observe the
gecific vork or concern of a child closely and ask 1000 858 100.0  £9,2 1000 0.2 2.9
inmadiate, experlence-baged questions.

I keep a collection of each child's work for uge

In evaluating hls development. 10 Tn 1000 adg By 0‘£% &l

Nalberg and Thonas Observationehsting Soale:

Teacher uses tests to evaluate children and rate

then in crmarison to thelr peers, W0 29 00 K29 353 000 1861mm

Teucher gives children tests to find out what ] 01 30 T 5 1 Al

Children expect the teacher fo correct all their 9 4 qL: WG 60 BR800 10.10m
ok, A ! ' ' -

To obtain diagnostic information, the teacher . _ _ P
closely observes the seelfle work or concernof a 00 52 200,065 7 0.8 16,98
child and aske inmediate, experience-based questions,

Teacher keeps 2 collection of each child'swork for jo e @10 1m0 71 %0 049 688
use in evaluating his developnent, by ol fd 9

T 05, < L, #Hp< 005, MARC 001
ERIC ™~ ~ __
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regular reading of pupil work. The qifficulty wlth the second ltem
centred on the interpretation of the word 'correct' in the item
'Children expec: me to correct all thelr work's Some 89 percent of
the formal teachers, 93 percent of the mixed style teachers, and

66 percent of the informal teachers recorded agreement with the item,
though several teachers spontaneously suggested that they interpreted

the 1tem to mean 'comment on' rather than 'correct' in the sense of

circling misspelled words or assigning a letter grade. In view

of these teacher comments, i1t was concluded that all of the formal

teachers ard 91 ?ercent of the mixed styl. teachers dld foster the

pupll expectation that they would 'c;rrect‘ all pupil work. Approximately

s percent of the informal teachers also marked all puwpil work (p< .Di);
This study did not investigate the various methods of currectlng

pupil work., One further indicatdon of grading practices, however, 1s

_the report of teacher opinion from the Teaching Styles Questionnaire.

All of the formal teachers, nearly 53 percent of the mired style
teachers, but only 22 percent of the informal t=a. © awreed that
pupils work betéer when motivated by marks or star < ,005).

Though all formal and informal and 86 percent of the mixed style
teachers reported that to obtain dlagnostic informatlon, they observe
the specific work or concern of a child closely and ask immediate,
experience-based questlcns, this was not eVidént from either observation
or teacher-observer conversation. Formal teachers used testing and
grading toassesschildren, as did mixed style teachers to a lesser
extent., None of the formal teachers, over half of the mixeil style
teachers, and all of the informal teachers were consldered by the
observer to obtain diagnostic information by observation followed by

immediate, experience-~based questions (p< .001).
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Keeping a collection of each chlld's work to use 1n evaluating
his development 1s reynrted by 75 perceni of the formal teachers,
77 perceat of the mlxed sby.a tcachovs, and all of the Informal teachers.,
Further guerles from ti ' .evver siggested chat nearly 43 percent of
the formal teachers, over 61 percet of the mixcd otyle teachers and
all of the informal teachers l:icpn «ivn coliec*lons of pupll work (p< .05).
buch a collection 1s essentlal in the informal classroomé where records
are largely discursive rather tian letter-grades or percentages.

In summary, the formal teache.i test puplls and rate them in
comparison with their peers; Informal teachers generally do not. Instead,
they observe the individual pupil at work and ask him questlons In

order to obtaln relevant diagnostic information.

B. Classroon Clinate

All 30 teachers reported that the emotlonal climate in their
claséraoms was .arm and accepting. Acknowledging the difficulty in
defining a 'warm, accepting' climate, the observer nevertheless felt

’
that personal criticism of a punil, shaxp criticism with no explanatory
commentls abaét how the child might improve a partizular plece of wark?
and ~omments about 'this type of child' made in derogatory tones
(sometimes within the hearing of pupils) eazh cooled the atmosphere.
The highest incidence of such remarks occurred ig formal classrooms;
none were heard in informal classrooms. Consequently, 39 percent of
the formal classrooms, 84 percént vf the ﬁixed style classrooms, and
all of the informal classroome were consldered werm and accepting

pwpil environments (p< .01).
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Pupils may evaluate thelr peers in response to querles from thelr
teacher, from classmates themselves, or simply from thelr own curlosity.
When asker 1f Lhelr teacher ever asked if they liked someone else's
story, 25 percent of the pupils from formal classes; nearly 56 percent

of those :";om informal classes, and 67 percent of the pwpils from
mixed style ciasses agreed that their teachers did request evaluatlons
(Table 26). Slightly more pwpils agreed that thelr teacher asked 1f
theyr liked someone else's plcture or model: 50 percent fﬁom the

formal claszes, nearly 60 percent from the mixed style classes, and

over 66 percent of those from informal classes.
Classmates seem more anxlous than the teacher to elicit evaluatlons.
Over 89 percent of the pwpils from formal classes, 78 percent from

informal classes, and 70 percent from mixed style classes agreed that

their classmates asked for evaluatlons of work.
With no hesitation, all pwpils interviewed rrom all types of
classes agreed that some pupils do harder work than others do. The
result of this hard work was rather more in doub®. When asked, 'For
doing well in school, is hard work or good luck most important?’
67.0 percent of the pupils interviewed from iuformal classes, 33.1
percenttfrcm mixed s*yle classes, but c.iy 21.7 percent from formal

classes agreed that hard wori. was move important for doing well in
411 pupils interviewed did,

school (chi-gsquare=4.105, df=2, nsd).
however, agree that if they tried, they could do the work at school.

PUPIL EVALUATIOR OF THE CURRICULUM
Hatings of Activities as ‘Work' or 'Play’
Ak Jacksea (1968) points out, school first tntroduces the child

SECTION VI.
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Table 26¢ Ppil Bvaluation ol Classmates

ITENS

Does (teacher) ever ask if you Like someons
else's story?

Does (eacher) ever ask iF you 1ke somec
else's pleture or model?

Do your classnates ever ask you if you like
thelr work?

Do some pipils do hander work than others do?

Percent Agresnen, (Alinsted)
Style R Bullding  Chi-Squares

Fornal Mixed . »l Open Conve B S

08 () ) (1) (1) (=]) _(af=2)

250 669 557 626 W0 0.8 355
0.0 98 665 638 5.2 0,05 048

8.2 7001 M8 M8 M2 0,16 L0k

100,0 1000 100, 100,00 2000  emwe weme

I:IQ\V(Z

Aruitoxt provided by Eic:
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to work (p. 31). Yet play is increasingly advocated as a productive
avenue to cagnitive development., Bruner (1973, p. 9) asserts that
the child needs the opportunity to manipulate, or play with, objects
to discover thelr properties before he 1s expected to attempt more
structured tasks. The Dienes loglc blocks provide one concrete
example of thls principle.

An appropriate balance between work and play in the classroom
1s difficult to delineate. Play may be totally excluded from the
curriculum, being relegated entirely to morning and afternoon
breaktime; 'play' may be permitted on those rare occaslons when the
pupll has finished his "work'; play may be gingerly included in the
curriculum rationalized as "the child?®s work's and finally, play may
be considercd a cruclal tool in furthering the child's learning
(spitler, 1971).‘

Our own case stﬁdy in a vertica.ly grouped infanﬁ class (Applebee,
1974, pp. 5%.65) revealed that by ages six and seven, pwpils had a
flrmly defined sense of 'work' ar. 'play' conforming to cultural
éxpf*tatiﬂnsuthat the 3Rs are 'worl' while creative constructlon 1s
'ri-rs The two lines of reasoning puplls used to derive judgments
on an activity centred on whether it was 'hard' or 'easy' and whether
they were told to do it or could select the activity themselves.

In Study Two we returned to our interest in puplls’ evaluatls
of the curriculum. Twenty-six activities were selected for pupil
evaluation on the basis of the activities common to classrooms in
Study One. The four pupils interviewed from each of the 30 classes
were than asked to rate each activity on a flve-point scale from
'work' to 'play'. When all of the activities had been rated, the

piplil was then asked "Why is it work[plgy?‘ with reference to three
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of the activllhies he had deslgnated as work and three deslgnated as
play, Table 27 shows the ratings of the 26 actlvities. From thelr
responses during the interview, we will bulld a portralt of thelr
construal - ' each of the activities.
1. Maths

All of the pupils interviewed agreed that maths was "work',

Tony A}, from an informal, open~plan room, elaborates the common
sentiment: "Cause it's hard and you've got a lot to do.”

Some activities within maths reflected this characterization while
others were more favourably evaluated. Doing sums was consldered work
by all of the pwpills interﬁiévﬁi “~om informal and mixed style classes
and by nearly 86 pexr=y' ~f +# . from formal classes., Measuring was
'work' for 86 parcent of ithe puwpils from formal classes, 83 percent from
mixed style classes, and 67 percent from informal classes. Learning
how to tell time was only slightly more enjoyable with 70 perc:nt of
the pupils interviewed from mixed style classes, 67 percent of those
from informal classes, and over (4 percent of thoss frem formal
classes considering it 'work’. In a delightful, chough unintended, '
play on words, Colin G., from an informal, gen-plan room, explained
the grey areat

Colin: Well, it's a bit of work, but a lot of play.

Mre. A.t And when is 1t work? 7

Colint When you're not used to telling the time and you've

got to try to tell the time.
Mrs., A.t And when i1s it play? .

Colin: When you know the time and you don't have to upend
too much time on 1t.

1Pupil comne;tts are verbatim transcriptiosre - . . tape-recorded
interviewss lauh chiid was .lven a pseudonym which remalns constant
throughout this oport.




Table 271 Matlngs of 26 Aetlvitles as "Work'
o Dervent (M justed)

Maths
Heagiring
Money
Sung
Telllng Time
Readlng
Reading to (teacher)
Readlng with other ppils
Reading & story silently to self
Reading toplo silently to self
Listening to a story
Weiting
Weiting a atory
Wriblng Ln tepde booklet
Hardwelting
nglLsh/Langrage
Sooial Studies/Teple
Sclance
Growlrg plants in scheol
Caring for pets in school
Recordirg weather®
Tests
Art
Palnting
Sewlng
Model naking

_osyle o Bullding  Chi-Spares
Fornal Mixed Infornal Cpen Corv, B 5
(06)  (Ne13) (80)  (8e17) (1)) (af=))  (df=p)
1000 1000 1000 1000 1000 ceme o
858 &7 6.0 B 67 07 LW
A YA S T § 5V R [ T P A 4 B N
856 1000 00,0 933 1000 000 3.2
B2 WL 60 LI 6D 001 0,08
60,8 W73 66,5 b €85 060 0,80
000 2L 610 78 %S 002 36
ot 35BS 28 32 026 03)
168 Bb M3 283 3000 005 2
LT 60 60 50 %8 07 0L
k67 88 305 205 6h2 201 0.5
IOOGO lDD!D 10050 100-0 10010 i Lkl
W 788 887 & 93 Al AL
o 83 89 93 103 0
1000 1000 2000 2000 1000  eemw  wmen
1000 100,00 887 k0 00,0 0,01 2.4
Y 685 TR 600 7R2 001 023
0.8 7.8 887 Gk 933 203 LB
250 2.8 MG 35 28 012 L3
50 Th? 20 25 W2 00y o)
00 Nl 562 204 15 106 105
B5,8 00,0 887 873 1000 0,58 1.8
08 173 00 00 240 2% L7
DY BT 00 00 20 L9 23
W2 86 27 W9 173 b LA
700 00 00 13 058 506

#The slgnificance xeported here 1s probably an artlfact of non-coowrrence. Nearly 72 percent
of the pipils intervieved fron formal classes, 54 percent from nized style classes, and
31 percent fron informsl classes reported that they did nob record the weathers (Hipe ,005)
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Money problems were least frequently congildered work. Lega Lhan 22
percent ol the pupils interviewed fron formal classes, 372 percent of
those interviewed from mixed style classes, and 33 percent ol those
from informal classes rate money problems 'work'.

Readlng

Ra..

Reading was generally considered nore pleasurable than maths,
though over 67 percent of the pupils interviewed from informal classes,
nearly 6l porcent of those from formal classes, and over 47 percent of
thoge Trom mlxed style classes ratea it 'work', Sampling various
reading contexts, 1t was clear that reading to the teacher ls most often
vwork'. All of the puwpils interviewed from formal classes, 70 percent
of those from mixed style classes, and 67 pexcent of those from informal
classes consider reading to thelr teacher 'work'. By contrast, reading
with other pupils is least often work: only 34 percent of those
interviewed from informal calsses, 32 percent from mixed style classes,
and Ezipergent from formal classes consider reading with other pupils
Ywork?', |

whether reading silently to themselves was ‘work! or 'play' seemed
dependent on the subject area. Reading material for thelr tople
silently to themselves was rated as 'work' by 72 percent of the pwplls
rrom formal classes, 67 percent of those from informal classes, and 63
percent of those from mixed style classes. In all classes a story seemed
preferable to toplc work. Reading a story silently to themselves'was
considered 'work' by 44 percent of the pwpils interviewed from informal
classes, 39 percent of those from nixed style classes, but only 1l percent
of those from formal classes. Listening to their teacher read a story
was rated as 'work' by less than half of the pwils intexviewed from

each style of class. 104
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e Wrlbing

The word 'writing' eliclted the reaponse 'work' [rom all the
children interviewed. As with maths and reading, however, the subject
aren mellorates thelr evaluationam. Writing in thelr topic booklets
wag congsldered "work' hy 72 percent of the pwpils from fornal classes,
& percent of thoze frem mixed style classes, and 77 percent of those
from informal classes. Wrlting a story was ‘work" for 89 percent of
those from informal classes, 79 percent of those from mixed style
classes, but only 47 percent of those from formal classes.

Handwriting was universally regarded as 'vork'.

by 711sh

English was also acclaimed as 'work' by pwils from formal and
mixed style classes, and by 89 percent of fhose from informal classes.
The interview went on to probe:s What activities do you do in English?
(Table 28). The content of the puplls' responses was analysed tallying
cach mention in thelr response separately. Writing and various forms
of exerclses domlnated the pupils' view of English,

Writing storles was the most common form of writing, with the
writing of poems mentioned by only 7 of the 120 pupils intervieved.

Other types of writing, such as letters, book reports, and news were

also included as 'English'. Combining these three categoriles of writing,
we find that the puwpils' view of English has a heavier emphasis on
writing in the cpen-plan schools: wrlting was mentloned L9 times by
piplls from cpen-plan rooms, but only 10 times by those from conventional
rooms. We have already noted that writing is considered 'work®' by

all the pwrils interviewed.

The forms of the exercises pupils described varied. According to
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Table 28: Pupil Reports of ihe Activities They Do for Engllch

. __Percent qf,Pu@ilsl _ e
Formal Mixed __Informal

e N N
Write stories 43,8 6.3 1546 15,0 ?0.0 12.5
Write poemn 6,3 0.0 6e3 5.0 15.0 0.0
Other writing 18,8 0.0 21.9 10,0 35,0 6.3
Handwriting 0.0 6.3 0.0 U0 10.0 12.5
Senleorices h3.8 25.0 o 1l2.5 12.5 10.0 18.8
Comprehension 12.5 0.C 9.4 5.0 5.0 0.0
Work Cnaxds 0.0 6.3 219 10,0 40.0 12.5
Answer questlons 18.8 1.3 12.5 25,0 0.0 18.8
Text 31.3 43.8 3.8 40.0 20,0 18.8
Reading 0.0 12.5 12,5 10.0 0.0 12.5
Other” 6.3 250 12.5 0.0 25,0 5.3

1Fcur pwpils were sampled from each of the classrooms.

EE.E., crosswords, spelling, 'your sounds', talklng, and drawing.

ihe pupils, a common formal approach to the teachling of usages such

as theve/their, here/hear, and to/too/two was to 'do sentences' usually
from the blackboard. In contrast, teacher-made work cards were mcre
commen 1n the infarmal classrooms. Answering questions was a component
of English according to puplls from all of the groups except those from
i{nformal, open-plan classes, Textbooks, presumably filled with a
variety of exercises, figured in the descriptlion of English glven by
children from each of the grouwps, though 1t was less prominent 1n the
informal classrooms. Combining these categories of exercise descriptions
we find them mentioned most frequently as a part of 'English' by those
puplile from mixed style classest exercises were mentioned 34 times by
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pplls from the Formal classes, 26 times by pwdls from informal classes,
but 52 times by those from mixed style classes.
Reading was infrequently mentloned as a part of ‘Engllsh' by
the pupila,
Barbara V., from a mixed style, open-plan room, crieply summed
up one reason why English is works

Thinklng mogtly. Because you've got to think quite a lot
when you're doing that kind of thing.

5. Soclal Studles/Teplc

Ac the reading and writing sections foreshadewed, most chlldren
congidered soclal studies, or 'topic' as they more frequently called it,
to be work (Table 27, above). Nearly 78 percent of those interviewed
from informal classes, 72 percent of those from formal classes, and
over G8 percent of those from mixed style classes rated social studles
as "work'.

6, Sclence

Seilence was consid:redl work by nearly 89 percent of the puils
interviewed from informal classes, 79 percent of those from mlxed style
classes, but only 61 percent of those from formal classes. With sclence,
however, some pupils explained that they did not do the subject in their
class. Some 9.4 percent of the pwpils from formal classes said they did
rnot do science. Looking at the subcategories of aclence, non-occurrence
becomes even more common. Growlng plants in school was consldered work
by 45 percent of the pupils from informal classes, 23 percent of those
from mixed style classes, and 25 percent of those from formal classes.
Non-occurrence was reported by 16 percent of those from formal classes,
14 percent of those from mixed style classes, and 11 percent of those

from informal classes. The opportunities for caring for pets in school
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vary conslderably. Some 75 percent of thome from formal classes
reported they do not have pets at school; 25 percent reported that carling
for pets ls work. Over U6 percent of the puplls Interviewed from mixed
style classes reported that they do not have pets in school; 14 percent
congldered caring for pets at school to beée worke Only a thlrd of those
in informal classes weported, no pets; over 22 percent consldered carlng
for pets vork.

A similar pattern of non-occurrence is reported for recording the
weather. Nearly 72 percent of those fiom formal classes, 94 percent of
those from mixed style classes, and 31 percent of those from informal
classes reported that they did not record the weather. None of the
pwplle from formal classes and only 7 percent of those from mlixed style
classes considered it work. Barbara V. agaln provided a sensible
explanationt "Lots of pecple like golng outside." By contrast, over
56 percent of the puplls from informal classes felt it was 'work'.
Tracey U., presented her view:

Like we were doing a raln gauge. You have to remember to put it

out every day, see how much raln there 1s, and then you have to
make a graph of 1it.

Tests were considered work by all of the pupils in mixed style
classes, by 86 percent of those interviewed from formal classes, and
by 89 percent of those from informal classes. Some of the 1lnformal
children were clearly interpreting the word 'test' in at least two ways.
Sarah I., from an informal, open-plan class 1llustrates:

Sarah: Some tests do work and some tests do play.

Mrs. A.: Which tests are work?

Sarah! They do it in bigger classes.

Mrs. As: And which are play?

Sarah: Like testing the weather.
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8. Act
Art vas generally regarded as play. None of the pupils from
informal classes, 1l percent of those from formal classes, and 17 percent
of those from mixed style classes rated art as '"work'. In contrast
with math, some of the activities within art were consldered more like
work than was the subject as a whole. Painting was work for approxi-
mately 22 percent of the pupills interviewed from formal classes,
9 percent from mixed style classes, and none from informal classes.
Gewlng, however, was work for nearly 39 perxcont of the pwlls from mixed
style classes, 23 percent from informal classes, and 14 percent from
Informal clasr;s:a;; most found it play. As Colin G., from an informal,
open-plan class explalns, "Well you enjoy it and you make wp designs.”
Making a model was considered play by all of the puplls Interviewed
Trom mixed style and informal classes, but nearly 22 percent of those
from formal classes considered it work.

Sumnary

Puils nearly unanimously considered handwriting, English, maths,
and writing to be work, ithm:gh some aspects of maths and writing vere
judged more like play., These pupll evaluations fit the cultural
expectations. Differences among the teaching styles and between bullding .

types were generally not significant.

B Ewpil Constructs of ‘Work and 'Play’

What reasoning leads a pupil to decide that an activity is ‘work'
or 'play'? After the child had rated each of the 26 activities along
the 5-point work/play scale, he was asked to ég{piain why three of the
activities rated as *work' were work, and why three of those rated as

'play' were play. Analysing the content of pupll responses, 10 constructs
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were gulding their thought (Table 29).

l._Positive v. Negative Bvaluntlon

Roughly half of the children from each style of classroom used thelr
own evaluation to explain thelr ratings éf activities. 'Fun,' 'like,’'
and 'enjoy' were commonly used. Writing a story vas plgy "because you
enjoy 1t and it's fun" according to Victor N., from an informal,
conventional class. Sophle L., from a formal, conventional class,
considered measuring play: "Well it's, sometimes 1t's nice 'cause you
usually manage to get outside and then 1t's quite fun really." Reading
material for her toplc silently to herself was negatlvely evaluated by
Elizabeth Z,, from a mixed style, cpen-plan class: "Well, it's not
really fun.”

2.__Choice v, Told

Activities that pupils may chooge were considered play while those
they were told to do were considered work. Lorene S., from a formal,
open-plan class elaborated:

Because ya& can just do what you want in palnting. Say the

teacher tells you to do English; you have to do that certaln

thing, but you can do what you wanted to do in palnting.
Nathan E., from a mixed style, cpen-plan class, made a fine distinction
between types of writing. He rated 'writing' as work because "the
teacher tells you to do it and it's very hérd to think out what writing
you could do about it." But "writing a stoxy' was play: "Weil you
could do any story you wanted."

Hard aligned naturally with work while easy actlvltles were play.
. Painting was work for Terence T., from a formal, conventional class,
“because 1t's hard to do. Sometimes you make 1t too thick and it dribbles

down the page." Reading was play for Calin G., from an informal, open-
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Table 29t Pupll Comgtructs of "Work' and 'Play’

Mean Percents (Adjusted,)l
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lin this analysis, the percentage of pwpils nentioning each constrwct at all In the course
of the interview was tallled for each teacher,
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plan elpss: "Well I'm better at resding than some people while they're
hetter at maths and so it seemg easier to me,™

o Lonyl, o Lot (v. Short)

Length turned various activitles Lnto work, though an wotivity
did not actually attain 'play' status because it was short. Barbara
cane close:

You've got to be able to be lnterested in writing itself.

If you're a fast writer 1t may bo all right because you get

through 1t qulte quickly, but there's one thing that Mrs.

does ineist, 1s 1f you work fast you make mistakes and you

don't do your best writing.
Janet Ty, from a formal, open-plan class explalned that reading to the
teacher was work "because you have to read. Sometimes you get awful

long words,”" Writing a story was work for Iain D., from a mixed style,

open-plan clasa, "because the gtory usually has to be long."

5. Thinking, Concentrating, Leaxnirg
Thinking, concentrating, learning, or saying they can't think was
a conetruct that linked solely with worke. Kelth N., from a mixed style,
cpen-plan class, 1lllustrated the positive end of the construct:
You have to think a lot about what you're going to write. Think
about your spellings, put capital letters in and full stopas and
do paragraphs, Listen to what the teacher tells you to do in
the story.
In its extrene form, the construct became "I can't think of much."
Thonag D., from a formal, open-plan class, descrlbed writing a story
ag work: "Cause you don't like to write. I don't. Can't think of much,”

6. Don't Do Anything

A construct that linked entirely with play was expressed as 'not
doing anything'. Beverley H., from an informal, conventional class
described listening to her teacher read a story:

Well, you're not doing anything, You're just sitting down and

Jjust Jooklng at her, instead of you reading yourself. And she
explains new words to us.
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Raymord M., {from a mixed style, conventlonal class described nmaking
nodels in much the same way: *Well you're not doimg work and you'xe
not. studying"

L__Prysdeadly Tired e

| Anothex congtrwet that vas only expressed Ln the negative related

to btecoming physically tired:
Well, Af you're writing something very long, like dictation, you
hwve to wxlte At quick to keep wp with the teacher and it mkes
your weist hu-t,  (OvenT., from a formal, cpen-plan class)
Cause when you've been writing for a long time your hand goes
all stAff and whem you open them, you get a palm.
(Mchaxd R, fxom g nixed style, open-plan class)

Art was works for Patrick 0'Mi, from a mlxed style, conventional class,

"when ne harids get all tired,"

8 _ Spwific Activity

Describlng a specific activity could lead eithexr to a work ox
play classlflcati one For Kate L., from an informal, conventionsl class,
growing plants at school was work:t “Well you've got to plant them and
you've got to get the xoots right.," Marle J., from an informal, open-
Pplam class, found listening to her teacher read a Sﬁarj play "cause
At =eens t®5 =0 1eals Cause he nakes like ghosts and that. Amd he

sters ke bae makes 1t reala’

_Graddrg _and Bxternal Notivation
Actlvitles were cangidered work or play from the ertérnal motivating
devices uted by the teacher. According to Heldl I., from a nixed style,
aperplan rom, writing g story was play!
Well you feel that you cam Just wrlite what you want and youcan
wrlts a lot of It If you know vwhat to write on and sometines
tle teawher thinks it's very good and you get a star and 1t's
nice armd proud.
Foy Dazen Nu , £rom a fornal, open-plan class, marking implled works

"'lecaume yow've got to do surs and go out and get them marked, and vork
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zlgkts'* Frank L., froma formal , open-plan c¢lass, used house points
40 Aoternire both work andplay. Writing a story was work "cause you

&t howee polnds," but nessur-ing was play “cause you don't get house

points wthit,"

A 1neat or precise effort entalled work. Art was work for Karl XN.,
froma {formal, conventimnal class, "cause Mr, ____ says do the figures
nicaly. * Writing a story was woxk £or Nicole H., from a mixed style,
crerplan classt "You hawe to try and do it neat."

Al.  Other Constructs

Bxamles of the miArtire of costructs included under the *other!'
category include those redatizg to soclal relationships, to humour, and
+0 the distinction betweer home and school activities.

Alan T',, fron an irforma’l, open-plan class, consldered reading
withh other chlilddeen play:

Cawee If you're rewding with other children, they're talking to

you arxd you'zre talklry back to them, and that's like playing.

Cawge if you're by yowself, that's hard work and if you're with

gome more childrer, that *s Like play.

Ellzibe-th Z,, fron & nied style, men-plan class also valued
copanionship: "Vell it's good topaint palntings, and you can talk
withs your friends when you're palntimg your pictures.”

Humour- led to a play classification for listening to her teacher
road & story for Saxrsh I., in an Informal, open-plan class, "cause she
ready 1lake funny storles and mkes you laugh. Everybody thinks that's
play"

The demsrcation betwe=en the activiiles appropriate to school and
to haone conwermed othexr pumils, Jesaica Y., from a formal, conventlonal

class, consddexred axt play, **Hell you have to soxrt of shape and it's
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1ike playing beéausa at hone we do 1t as well--when we've got the things."
Reading was work for Ellen K., from a nixed style, cpen-plan class:

"Mlss, well lt's 1ike work because you're doing something in schocl."
12,

Style and Bullding Effects

A significant linear Style effect (Table 29) reflects the fact
that pupils from the informal classes used the construct 'lorg, a lot!'
more than did pwpils from formal classes (p< .05). Pwpils from the
informal classes also described a gpecific activity significantly more
(p< +05)s Congtructs referring to external motivation were used most
frequently by puplls from mixed style classes, followed by those from
formal classes, with only one puwpil from an informal class mentionirg
grading or external motivation (in his case the correcting of suns)
(p< +05)s There were no significant Bullding or Bullding by Style

effects for the use of any of these constructs.

SECTION VII. CENERAL CONCLUSIONS
Without looklng at the specific texts or materials that build
a curriculum, we find that there are patterns of organlzation that
distingulsh between the formal and informal teachers as well as patterns
that are common to all teachers of classes including 8-year-old pupils.
Evaluation shows a similar mixture of practices that discriminate
and thoge unlversally used.
le In Study One, teachers reported using individual and large growp
Instruction for writing, reading, and nunbers with occasional
snall growp woxk for reading and numbers: The 3Rs dominate the
curricwlum with soclal studies and axrt less frequent thouwgh still
a common dally feature. Sclence and dramna were rarely reported
or obgerved,
2. From ohmervation of the 12 teachexrs in Study One it was clear

that all of the teachers stress the baslc skills though they
value a balance of activitles. Differences between grows of
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teachers were evident in thelr emphases within the subjects and in
the growing pattexrns they used. Reading and art were the two areas
in which the differences were most pronounced. Simplifying the
picture, th: formal teschers use reading; the informal teachers
teach reading. Ia art, formal teachers emphasized the product while
informal teachers emphasized the process.

We have used the term 'framework' to refer to the structure the

teachers provide to allow for pwpll choice. Framework distingulshes
between the formal and informal teachers. From observatlon of the

30 teachers 1n Study Two we found that no formal teacher provided
opportunities for pupll choice., The informal teachers provided

neaxrly continuous pupil cholce in the areas of timing, partners,
location, content, activity, and materials. Teachers with mlixed

styles provided for moderate cpportunities for pupil cholce of

timing, partners, and location, occasional pup il cholce of

activity and materials, but no pwll cholce of content area (discipline).

Formal teachers reported evaluating the individual pupll in
comparison with his peers; informal teachers were primarily

concerned with gulding and assessing indlvidual progress.

Fitting cultural expectatlons, puwill evaluation of activities
within the curriculum nearly unanimously acclaims handwriting,
English, maths, and writing as 'work's Art is 'play'. Analysing
the content of pupil responses, 1t was clear that ten constructs
were commonly guiding their reasoning:

positive v. negalive evaluation ('fun®, 'like', 'enjoy')
cholce v. told

hard v. easy

long, a lot v. short

thinking, concentxating, learning

don't do anythirg

physically tired

specific activity description

grading and extermal motivation

neat, preclse work .
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CHAPTER SIX
PATTERNS OF MOVEMENT

The philosophy of a school 1s often reflected in the
degree of mobility granted to the child.
(Murrow and Murrow, 1971, p. 184)

SECTION I. INTRODUCTION

‘ihé fornal teacher presenting a class lesson is likely to
consider even slight pupil movement disruptive. The informal teacher
who plans a varlety of simultaneous activities actively encourages
pwpil mobility by providing the franework for pupil choice in such
areas as working location, working pariners, and materlals.
Purposeful movement 1s a component part of the informal teacher's view
of learnings pupils may enjoy the freedom of movemernt but are expected
to assume the responsibility of furthering thelr own work (Lo,
provisioning themselves) while not disturbing others. Part of their
learning involves judging moments that are appropriate to share an
experience with classmates and moments when quiet concentration should
prevalls Even for the infant school child of 5 to 7 years this ls a
possible alm, as Lillian Weber (1971) discovered during her year of
observing in British schools

The children seem to know Jjust what they want to do, where to

get the nmaterlal, how to go about it, The children move with
self -assurance, using their school. (p, 63)

Pupil movement 1s clearly implied in the phllosophy of informal education.

There is also a popular belief that pupil movement is an integral
part of life in open-plan buildings. The 27 Britlsh Columbian teachers
interviewed and observed for Allen's (1972) study of cper-plan schools
clained that increased socialization and student interaction were

valuable features of the open areas; thls in spite of the fact that
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42 percent of those in the study had not volunteered to be in the
newer open-plan schools. Teachers felt that pupils "learn from each
other, and...learn best when free to move about" (p. 68). They did
insert the caveat that pupils need to be prepared for thls freedon.

Lending credence to théassérti@n that the space gets the tone,
in a study of 22 teaching teams in open-plan elementary schools and
11 teachers in conventional rooms, "it seems that open-space structure
by itself influences teachers to allow children to move about"
(Lueders-Salmon, 1972, p. 61). Her four key messures were 1) the time
spent by children in large grcups with 10 or more nembers, 2) the
time spent "Waiting, Listening and Passive" (both to indicate the
'inactive’ classroom), 3) the time spent in "Bducational Games,
Cooperative Work, Doing, not in Large Grow" and 4) the amount of
non-teacher-directed movement (both to indicate the 'active' class-
room), Bach indicator showed that open-plan schools were significantly
nore 'active'.

Though some educators may wish that a chamge from traditional to
open settings would lead to a change from traditional to open methods
of teaching, in practice the open space may force both the purposefully
formal teacher and insecure teachers of various views into a nmore
rigid insistence on the forms of disclpline evident from the sllent,
heads-down posture of their pwils (Sommer, 1969, p. 105).

From various sources, then, informal teachers and open-plan roons

would be expected to foster greater pupll movement.

SECTION I, USE OF SPACE OUTSIDE THE CLASS BASE IN STUDY ONE

In our initlal study of 12 teachers, we considered the extent to
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which teachers used the space outside thelr own base or class areail

To estimate pupil movement autside_the classroom or base area,
we calculated ths nurber of minutes when areas outslde the base area
were alao beinéazgga without the addition of an extraror gpeclialist
teacher (e.g., remedial withdrawal was not included). Time when the
entire class moved to another location for some specialist activity
such as religious educatlon in'the Hall, physical education outdoors,
or music in a specially equipped room was not considered.

The results were straightforward. Teachers ln conventional
classrooms generally limited the children to those roonms whi;e teachars
in open-plan rooms used the available space. This difference ls
atatistically gignifiéant at the .05 level (P=8.57, df=1;8)., Five of
the Qix cpen-plan teachers used areas outside their base, while only
one of the conventlonal teachers did. Not surprisingly, informal
teachere in cpen-plan rooms used areas outside their bases nearly
twice as much as formal teachers did (an average of 98.3 minutes
contrasted with an average of 53.3 minutes).

Of the six open-plan schools, four had curtains separating the
areas; one had accordian doors; and one had nothing. It is interestlng
to note that the only school that had no means of visual separation
1s the only one of the cpen-plan schools where the children were
not observed using the space outside their base area.

To gummarize, both bullding and style differences were clear l1n

the use of facilities. The open-plan teachers made significantly more

JPnpil novement out of the base ares was noted in the comment section
of the Ceneral Patterns of Clessroon Activities observation schedule
(Appendix I).
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use of the area outside their own teaching base than did the teachers
from the conventlonal rooms. Within the open-plan grow, the informal
teachers used the available gpace for nearly twice as long as the

formal teachers did.

SECTION III. TEACHER AND PUPIL MOVEMENT OBSERVED IN STUDY TWO

Movement in the classrooms of the 30 teachers in Study Two was
rated mlobally at the end of the morning and of the afterroon cbserva-
tion periods on a 4-point scale encompassing 'no occurrence',
'Anfrequent', 'moderate’, and 'frequent'. The cut-off point between
'infrequent' and 'moderate' was arbitrarlly set so that one or two
occurrences constituted 'infrequent' with three or move ocourrences
considered "moderate’. Pupll movement was categorized as occurring at
the teacher's direction, with the teacher'e permlsalon, or at the
pupll's discretlon. Wlthin each of these three categorles, the pupil
might be movine 1) to the teacher, 2) within the quadyant®, 3) within
the room, 4) within the btuilding, or 5) out of tﬁ@ building. Thus
15 categorles of pupil movement were rated.

On the same 4-point scale, teacher movement: categories included
1) remaining at her desk, 2) remaining at the front of the room,

3) moving to individual pupils, 4) circulating among the tables or

grows, and 5) supervising outside the room or base. (This was included

lPupii movement within a 'quadrant® was designed to refer to those
classes organized as 'lsarning areas' or 'resource areas' in which

all maths equipment is consolldated in one part of the area, the library
corner marks off another area for reading and writlng, a display
Trequently designates a third area for topic work, and a fourth area

is designed to contain the messler art activitles. A puwpil might then
be allowed to move within his own area, but be dlscouraged from
disturbing children working in other areas.
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at the bottom of the Grouping, Framework, and Movement Observation

Schedule, Appendix TI.)

Looking first at total pupll scores for mgvement at teacher
direction, with teacher permission, and at pupil discretion, we find
that in contrast to Study One there were no significant Building effects:
the teachers in open-plan and conventional rooms allowed similar
natterns Qf‘pupil movement (Table 30). There were also no significant
Bullding by Style effects. Varying patterns of pupll movement were
accounted for by the differences in teacher styles and here i1t was the
difference in movement at the pupils' discretion, rather than at teaéber
direction or with teacher permission, that discriminated among the
styles in both the morning and the afternoon.

Movement at pupil discretion was greatest in the informal
classes. Out of a possible 20 points in the morning, pwpils in informal
classes averaged 12.3, those in mixed style classes averaged 10.2, and
thoge in formal classes averaged 7.7 (p< .001). This pattern repeated
itself ln the afternoon.

Potal teacher movement during the morning did not discriminate
among the styles. In the afternoon, however, the informal teachers

mobile than the formal teachers (linear Style effect, p< .01).

B. _Movenent Subseores

1. Teacher Movement

We turn now to the five gubcategories of these total scores.
Total teacher movement showed no statistically significant differences
among the teaching styles durirng the morning, but was significant at
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Table 0: Pupil and Teacher Movemert in Study Two
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the .01 level in the aftermoon. Though the formal teachers had a
gimilar pattern in the morning and the afternoon, in the mixed style
and informal clasgses there was fluctuation.
Formal Classes

In the fcrmal'ciassesriﬁ the morning, half of the teachers were
frequently at their own desk and one other teacher was there moderately.
Five of the 8 teachers were at the front of the room moderately, while

two were frequently there, Moving 'to individual pupils' was rated

_moderate for one of the formal teachers and'frequént for two others.

One formal teacher in an open-plan room circulated among the tables

moderatelys None of the formal teachers swervised outside their room

or Basé area. The afternoon was similar: formal teachers could most
often be found at their desk or in the front of the room.
Mixed Style Classes

In the mixed style classes in the morning, agaln nearly half of
the teachers were frequently to be found at their desks; a further three
teachers were there modervately. None of the mixed style teachers were
frequently at the front of the room during the morﬁing, though 4_§f
the 13 teachers were there moderately. Over half of the teachers moved
to individual puplls moderately while another one did this frequently.
Four of the 13 mixed style teachers frequently circulated anong the
tables or growps; another 3 teachers did this moderately. Two teachers
in open-plan rooms supexvised activities outside their base area: for
one thls was a frequent and for the other a moderate activity. In the
morning then, mixed style teachers were most frequently found at their
desk or circulating among the tables or groups. In the afternoon there
was no "most frequent' position for the mixed style teachers: each of
the five categorles of teacher movement described the most frequent
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position for some of the temshera. The pattern for the mixed style
teachers in the afternoon was mixzed!
Informal Classes |

~In the iﬁfcrmaliclassas in the morning, a third of the teachers
were frequently at thelr desk, while another teacher was théiewmoderately.
Ong of the nine informal teachera was frequently at the front of the
roong one other was there moderately. Moving to individual pwplls and

cireulating among the tables or grows were both done frequently by

two teachers and moderately by a further three teachers. One teacher

frequently supervised activities outside the base area, while four
teachers did this moderately. Like the mixed style teachers in the
afternoon, the informal teaghers in the morning displayed no unified
pattern: a dominant pattern 4id, however, emerge in the afternoon.
None of the informal teachers was frequently at her desk and only one
was fraquently at the front of the room. Five of the 9 informal teachers
frequently moved to individual puils while a further two frequently
cilrculated among the tables or growps; slx teachers circulated
nodevately. One informal teacher waé frequently supervising activities
outside the base area while M teachers did this moderately. In the
afternoon, then, the informal) teachers were highly mobile: moving to
Lnddwidual pupils, circulating among the tables or growps, and
gupervising activities outslde thelr roon.
Sumnary

. Ta summarize, throughout the day formal teachers were most
frequently at their desks or in the front of the room. The informal

teachers varied in their morning patterns and had a highly mobile

afternoon pattern: moving 1o Aindividual pupils, circulating among

the tables, and swpervising outslde their rooms. The mixed style
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teachers Jjustified thelr name, either xemaining at their desk like

the foxrmal teachers or circulating amorg the tables or grows like the
informal teachers during the morning, and adopting no specific pattern
for the afternoon.

2,  Pwpil Movement

Formal Classes

Examining the categorles of ppil mc:#ement, we find that in the
formal classes in the morning, movement at pupil discretion was directed
tovard the teacher. Pupll movement within the quadrant and within the
xoom was infrequent and movement within the building and out of the
building did not occur. The patterm vas similar in the afternoon.
Mixed Style Classes- |

In the mixed style classes in the norming, movement at pupil
discretion wala agaln directed toward the teachex. Pupil movement
for six of the 13 teachers. Movement within the bullding was moderate
foxr two of the 13 classes. Movement out of the bullding did not occur.
Agaln the afternoon pattern was sinlilar, though there was some change
from the moderate to frequent classification.
Informal Classes

In the informal classes in the mornlng, as in the formal and
nixed style classes, the primary fogua of movement was the teacher.
In the infornal classes, pupll movement to other areas was also common.
Movement within the quadrant was modexate in a third of the classes.
Movenent within the room was moderate ox frxequent in 7 of the 9
classes. Movement within the tullding was moderate or frequent in four
open-plan rooms. Movement out of the bullding was moderaste in one of
the conventional rooms. Movement at the ;pupiis‘ digeretion was slightly

avgnented in the afternmoon. o
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Summary

In short, in all styles of clasees puile used thelxr own discretion
to move to the tecacher. For children in formal classes other pupil
movement was infrequent. Thils coneurs with the findings of Barcher
and Ward's (1975) study of 5 'open education' and 5 traditional classes
that the traditional roomz were more medentary. In the informal
¢laspes, movement at the pupils' discretion was common within the room

and even withln the bullding.

SECTION IV. TEACHER, OBSERVER, AND PUPIL REPORTS OF PUPIL MOVEMENT
IN STUDY TWO

Responses to the teacher questionnalres and the pupil interview
(Appendix II) swpport the observation data.

Responses to items from the Teaching Styles Questionnalre
discriminated between the practices of formal and informal teachers.
Over 89 percent of the informal teachers agreed that they usually allow
thelr pupils to move around the classroom generally whenever they wish
rather than only during. certaln klnds of currlcular activitles
(Table 31), Under 11 percent of the formal teachers and 28 percent
of the mixed style teachers agreed to this freedom of pupil movement
(p< .005). Approaching from the other direction, all of the formal
teachers and 93 percent of the mixed style teachers reported that they
expect their pupils to ask permission before leaving the éoam! Only
55 percent of the informal teachers reported that they expect to be
asked first (p< .05).

On the Walberg and Thomas questionnaire, over 89 pexcent of the
informal teachers reported that children may voluntarily use other areas

of the building and school yard as part of their school time., Only
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S

hing Styles Questionnaires

ou usually allow your pupils to move around
classroon generally whenever they wish rather
only during certaln kinds of cwrrieular
vities?

ou expect your pwpils to ask vou permlssion
re leaving the room?

dz'en may voluntarily uge cher areas of the
ding and schoolyard as part of thelr school

dren are not supposed to move about the room
out asking permission.
erg_and Thomas Observation-Rating Scales

dren may voluntarlly make use of other areas
hi ggilding and schoolyard as part of their
0l time,

lren are not s$posed to move about +he room
out asking permlssion.

l Intaﬁiewsz

children in your class ask permission before
leave thelr seat to get something they need?

children in your class ask permission before
leave the room to go to the tollets?

¥p< (05, ¥¥p< W01, *¥p< 005, *Hp< 001

Percent Agreement (Adjusted)

_ style _Bulldlrg _ Chi-Squares
Fornal, Mixed “Informal Open Gonv. B s
(N=B) ~ (N=13) (N=O) ~ (Nel7) (N=13) (af=1) _(4f=p)
10,8 283 89,2 5.7 29,2 075 12,41k
1000 92,9 552 76,6 92,5  0.45 7,65+
533 173 0.0 20,0 24,0 0,03 7,3
0,0 354 89,2 5.1 22,5 233 1423w
892 8.7 0.0 267 28,7 0,08  20.9pmexx
.2 87 0,0 20,0 22.0 0,10 12,63k
100,0 100,0 66,0 82,0 100.0 1.0l  7.95*
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50 percent of the formal teachers and under 43 percent of the mixed
style teachers agreed. Interpreting the word 'voluntarily' to mean that
the pupil is either allowed to go without first asking permisslon or
is virtually assured of approval when he does ask permlssion, the
obgerver agreed that over 89 percent of the informal teachers did let
pwils voluntarily use other areas of the bullding énd schoolyard
during schooltime, but only 35 percent of the mixed style teachers
and none of the formal teachers appeared to allow pupils this freedom
of access to other areas.

Within the classroom, over 53 percent of the formal teachers
reported that children were not supposed to move about the room
without asking permission. Over 17 percent of the mixed style teachers
agreed, but none of the informal teachers agreed to thils restriction
(p< .05). From observation it was noted that over 89 percent of the
formal teachers made comments indicating they did not expect pupil
movement without prior teacher permission. Only one of the mixed style
teachers and none of the informal teachers expected puplis to generally
ask permission before moving within the room, though clearly it would
be considered impolite to wander off if the teacher were reading a
story or in some other manner providing a settling in which puwpil
attention was expected.

Supporting the observer report, during the pupll interview
none of the pupils from informal classes and under 9 percent of the
pupils‘fr@m mixed style classes agreed that children in théir class
had to ask permission before leaving thelr seats to get something they
need (Table 31)., Over 64 percent of the puplls from formal classes
agrecd that they would need to ask permission (p< .005). Referring to
a frequent reason for going out of the room, all of the pupils from
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formal and mixed style classes and 66 percent of those from informal
classes agreed that children in theif‘clasaes must ask permlsslon hefore
leaving the room to go to the tollets (p< .05). Responses from some
of the informal classes differed among the 4 pupils because some informal
teachers have found it wisest to withdraw free access from specified
pupils, while retaining it for the rest of the class.

Both the teacher and the pwpll repocts swport the observational
findings that formal teachers restrict pupil movement while informal

teachers generally allow 1t.

SECTION V. GENERAL CONCLUSIONS

In our initial study of 12 classes, open-plan teachers used the
area outside their own base significantly more than conventional
teachers used areas outslde thelr rooms Within the open-plan group,
informal teachers used additional space for nearly twice as long as the
formal teachers did.

In Study Two with 30 different teachers, there were no slgnificant
differences between teachers 1n open-plan and conventional rooms in
the palterns of movement observed. Nelther were there Style differences
for total teacher movement during the morning. In the afternoon, however,
the informal teachers (especlally those in the open-plan rooms) were
significantly more mobile than the formal teachers (p< .05). Combining
morning and afternoon, teacher movement showed a significant linear
effect for Style (p< .05). Differences in pupil movement were found
among teaching styles, coming not from pupil movement at the teacher's
direction or with the teacher's permission, but rather from movement

allowed at the pupils' discretion. To provide the range of activities
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they value, informal teachers instruct thelr puplls 1n the proper
use and storage of materials and then allow purposeful movement at the
puwpils' discretion. Formal teachers, utilizing more teacher-focussed
instruction, discourage pupll movement that might interript instruction.
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CHAPTER SEVEN
LANGUAGE TN 'THE CLASIROOM

SECTION I. INTRODUCTION

4. Frevious Stuiles

Traditionally, analysis of language in the classroom has
focussed on teacher talk and has been used elther to rate teacher
effectiveness using such labels as good-poor (Barr, 1929), integrative-
dominative (Anderson, 1939), or inclusive-preclusive (Cogan, 1956), or
to evaluate tlhe goclal-emotional climate in the classroom according to
whether it tends to be learner-supportive or teacher self-suwpportive
(Withall, 19%9). Since 1957, Flanders has been developing a system of
interaction analysis which has been widely used both to evaluate the
teacher and as a training device leading to self-evaluatlon. According
to Flanders (1970),

Classroom interactlon analysis refers not to one system, but to

many systems for coding spontaneous verbal communication,

arranging the data into a useful display, and then analyzing the

results in order to study the patterns of teaching and learning.

(pp. 28-29)

Flanders' Interaction Analysis Schedule, composed of seven categorles
of teacher talk, two categories of pupil talk, and a tenth category for
silence or confusion, divides all talk into either initiation or
response. 1In 1964 he reported a study using interaction analysis, pupil
attitude surveys, achievement tests adjusted for initial ability and

knowledge, and dependence-proneness testsli He used 15 seventh-grade

l"A student who is dependent is concerned primarily with pleasing the
teacher... . Sustained direct influence by a teacher resulis in
increased compliance, and, when this 1s malntalned over an extended
period of time, patterns of dependent behavior increase" (Flanders,
1964, p. 222).

[ o)
Do
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(12-year-old) combined English-Social Studies classes and 16 eighth-
grade (13-year-o0ld) math classes fror. the Mimneapolis-St. Paul area.
Teachers were categorized as Direct, Average, or Indirect on the basis
of their ratio of teacher initlation to teacher response for the
combined observations. They then taught a two-week unit of study
durirg which time teachers were observed for 6 two-hour perlods.
Teachers in each content area had accesa to the same materials,
provided in sufficlent variety so that each teacher could maintain
his natural teachlng style.

Flanders' findings were that achlevement was significantly higher
in the most indirect classes in both Social Studles and mathematics
and that the "indirect teachers can be direct, but the direct teachers
cannot be equally indirect" (p. 233). In other words, teachers whose
behavliour can be categorized as indirect have a larger, mcfa.fiexible
total teaching repertolre.

More recently, interaction analysis has contributed to curriculum
planning and evaluation (Gallagher, 1970; Stake, 1970), to teacher
training (Medley and Mitzel, 1963; Peck and Tucker, 1973; Willson,
‘i973), and to the description of classroom practices (Bellack et al.,
1966; Garner, 1972). |

Bellack et al. (1966) set out to describe pupils' and teachers®
linguistic behaviour and to study the relationship of lingulstic
varigbles to pwpil learning and attitude change, "identifying the
distinctive functions language actually serves in the verbal interplay
between students and teachers and hence what méanings are conveyed
through the words they use" (p+ 2).. Their unit of analysis was a
"pedagogical move". They identified an& labelled four moves:

structuring, soliciting, respcnd%fé, and reacting. Growping by
f_) &
L
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function, structuring and soliciting were considered initiating moves;
responding and reacting were considered reflexive. These moves
occurred in patterns called teaching cycles. Thelr data consisted of
four tape recorded class sessions by each of 15 teachers in New York

high school classes studying Calderwood's International Economic

Problems; 345 pupils in grades 10 and 12 were involved. (Class size
ranged from 15 to 35 pwils.) The trade-off for accurate description
seems to be an inordinate strain on observer effect: the teacher wore
one microphone, another one was placed among the students, and a
technician sat in the room cperating a tape recorder. Foreshadowing
our data from formal classrooms, they found a three to one ratio of
teacher to pupil talk when lines of transcript were counted and a
three to two ratio of teacher moves to puwil moves. Not surprlsingly,
they found that the teacher usually makes the initiating moves and the
pwils make the reflexive moves with the teacher reacting to the
responses of pupils. The lingulstic behaviour of classes and teachers
was remarkably similar among the 15 teachers and classes and between
class sesslons.

Sinclair and Coulthard (1975) have recently published a method
of analysing lingulstic aspects of teacher-pupil interaction, develcped
for the SSRC research project 'The English Used by Teachers and Pwpils’.
They state clearly, however, that their method of analysis "cannot
handle, and of course was not designed to handle, ...pupil/pwpil
interaction in project wcrk,sdiécussicn growps, or the playground” (p. 6).
They reiterate the frequent finding that a typical classroom exchange
i1g teacher initiation --> pwpil response --> teacher feedback (p. 21).

While earller studiss; notably Flanders (1964) and Bellack et al.

(1966), sampled the language practlces 1n classrooms we would classify
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ns Tormal, Amerilcan interest in informal educatlion, as exemplified in
the literature by British infant schools, led ﬁasniek (1972) to come to
a London infant school to begin to delineate teacher behaviour in
informal classrooms. Two teachers were each observed for one perlod
lasting approximately two hours; two other teachers in the same school
were each observed for iwo such periods bringing the total to
approximately 12 hours of observation. Resnick (1972) explains the
pattern of teacher behaviour common to the four classes:

This pattern consisted of extended substantive conversations with

one or a small grow of children interspersed with very brief

interactions, frequently initiated by children. Chlldren requesting
momentary help, information, permission to engage in some actlvity,
or simply recognition of thelr work, approached the teacher, who
repeatedly interrupted her more extended conversations to deal with

these momentary needs. (p. 101)

The combination of pupil initiation and teacher acceptance of
interruptions was important in maintaining the valued teacher-pupill
contact in the informal classroom.

According to Resnick the most striking feature of the data was the
predominance of questions from the teacher to the child (p. 108). The
hypothesis is posited. that by adopting this questioning stance the
informal teacher ist 1) modelling inquiry behaviour, 2) communicating
a sense Df interest in the child's communicative efforts which should
not only encourage him to engage in further communication but should
also lead to higher self-evaluations, and 3) requiring the pupil to
make cholces and commitments concerning both the content and manner
of his work, hence developing attitudes of involvement and iesponsibility
in learning. .

Brandt (1975) came to England in the Spring of 1971 for three weeks
of observation in an infant school in N.W. London. He visited in all

six classrooms making anecdotal notes, conducting informal interviews,
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and completing teacher interaction checklists; and he then conducted
an intensive study in two of these classrooms using primarily the
PROSE (Personal Record of School Experience) observational instrument.
With PROSE, the observer focusses on one child at a tiﬁe for approxi-
mately two minutes, coding categories of occurring behaviour and then
turns over the sheet to code contextual and behavioural variables.
According to Brandt, a cycle of behaviour can be coded for 8 to 12
children an hour even in the mobile open classrooms. He used PROSE
continuously for 7 days. Both classes were vertlcally grouped,
including 5- to 7-year-olds, so Brandt focussed obgervation on a
stratified random sample of two boys and two girls at each of the
three age levels in each class for a total abéérvati@n gf 24 pupils.

' Two of his findings are of particular interest. First, both his
PROSE data and the teacher interaction tallies made in three classrooms
vconfirmed the fact that children initlated contact with teachers more
often than teachers initiated contact with children. 1In one classroom,
C-initiated was over three times as frequent as T-initlated interaction"
(p. 110). This contrasts with the typical interaction pattern presented
in studles of formal teachers (e.g., Bellack et al., 1966) in which the
teacher initiates, the pupil responds, and the teacher then provides
feedback.

Second, swpporting Resnick's (1972) report of the ?rédaminaﬂce of
questions from the teacher to the child, Brandi reports that the dominant
teacher actlvity in one @é his two intensively studied classrooms was
a listening-questioning pattern (p. 111).

In a large scale descriptive study which was part of a project
initiated by the English Committee of the Schools Council, the late

Connle Rosen visited schools in 23 authoritles from 1969-1971 to
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obgerve current favoured practices and collect material showing the
range of language used by 5- to ll-year-old children. When the
observations of classrooms and the discusslons with teachers, Heads,

and HMIg were well into the second year, Harold Rosen joined the project
to help prepare the final report. This was published in 1973 as

e of Primary School Children. The book sets the writing

The Lang
and talk of children in a theoretical framework that blends Plaget,
Vygotsky, Kelly and others. This framework ls perhaps best stated in

James Britton's Language and Learning (1970). The transcripts

11lustrate the primary child learning through talk. As the Rosgens put 1t,

...children learn through talk and the way they do thls is complex
and varied. Three different processes are interrelated, all of
which are of intense concern to teachers. Flrstly, a chlld must
have experience of language; secondly he must have experlence of
the world (i.e. non-linguistic experience); thirdly he must be
able to organize his thinking so that he makes sense of both
kinds of experience. (p. 4;%

Thelr critical analysis of language in the classroom provides the

framework for the research presented here.

B. _The Focus

of This Study

The 1iterature on classroom language use bypasses the 8- to 9-year-
old child and is only beginning to sample the informal classroom. As
far as we know, the present study is the first attempt to empirically
study language usage in classes categorized as formal, mixed, and
informal in both conventional and cpen-plan rooms. Given our limited
resources and auf primary interest in grouping patterns, this is
necessarily an exploratory venture.

Gleaning discriminating variables from the earlier studles, we
degigned a Language Observation Schedule (sppendix II) that at the
most baslic level aivideﬁ talk into initiation and continuation. The
initiator of lamguage ls bj definition assuning the active role; for
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our purposes, however, continuation should not be considered always
indicative of a passive role, For example, as the sequence of
interaction on a single topic between two classmates elongates, the
mere contimiation of the conversation requires active effort by both
participants, as the followlng exchange between two children weighlng
objects 1illustrates:

Target Pupil: I'm using these. (to Small Grow)

Take 10 out. (to Classmate)

Classmate 1: Oh, there's more than 10 there.

Classmate 2: I need 16.

Target Pupil: You'll never get 16 in that!
;Aisa, the probing teacher question intended to help a pupil clarify
or rethink his prior comment would be categorized as continuatlon
since 1t 1s provoked by the pupil comment; it could not, however, be
conzldered a passive communication:

Target Pupils Miss, what colour 1s soll?

Teacher: What colour do you think soll 1s?
Target Pupll: Black..
Teacher: Then black.

(Pupil returns to her table.)

The communication was further categorized as Statement, Question,
Evaluation, Sacial,’cr Not clearly heard. Both the speaker and the
intended recelver were categorized as teacher, target pupil, or other
classmate; the intended receiver of the communication could also be
categorized as small grow (composed of 2 to 6 pwpils) or large growp
(composed of at least 13 pupils). A further distiﬁetian was made
between the objective language that déminates our interactions and the
subjective language (Langer, 1962) that reflects the indlvidual's
unigueifarmulatigns of experience. |

The vocabulary in the field of classroom language has multiplied
rapidly. We have attempted to use practical words with an intultive

base; four words, however, need explicit definition.
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Utterance, the smallest unit of analysis, refers to a single
coherent expression, varylng in length from a single exclamatory
word to an entire sentence. Each utterance 1ls categorized as
elther Initlation or Continuation.

Sequence labels the chain of utterances relating to a single
topic, with tople narrowly defined to reflect changes in
emphasis within subject matter.

Initiation refers to the commencing utterance. By definition
the initiator assumes an actlve role.

Continuation is the designation used for all utterances following

the initiation of that sequence. A continuation may be either

actlve or passive.

The focus on teacher talk seemed appropriate in studies of
formal classrooms; in the present study with a range of teaching styles
and a dominant interest in the informal classroom, a focus on the ‘
language encountered and produced by an individual pupil wae selected
as most likely to be sensitive to differences in the learning
situations encountered.

Four puplls from each classroom were selected by the teacher:
a boy and a girl who were quite talkative and another boy and girl
who were relatively quiet. Thg'Languaga Observation Schedule (Appendix
II) was designed to focus on one child at a time, recording both the
language directed to him and that spoken by him. The teacher was
requested to select children who would provide a sampling of the
activities occurring in the room during the day. Data were gathered
in three-minute periods rotating among the four chlldren. Bach child
was observed for three perlods in the morning and for two periods in
therafternécn, providingza record of 15 minutes for each chlld, or a

total of 60 minutes of the language occurring in the classroom.

Because the Language Observation Schedule was used in alternation

with the Growping, Framework, and Movement Observation Schedule, the

60 minutes of language recording occurred over a sample of at least
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100 minutes of the school day. Scﬁcgl assemblles, physical education,
and foreign language instructlon were excluded. |
Focuseing on the pwpil, our data provide information about the
following questions concerning the patierns of language use in formal,
mixed, and informal classes in both conventional and open-plan rooms:

Does the quantity of language differ 1n classes with teachers
of contrasting styles or in the two types of facilities?

How is participation divided?
Who takes the active role and initiates the interaction?
To whom 1s the interaction directed?

What are the patterns of Questloning and Evaluation in
the classroom?

To what extent does subjectlve language enter the classroon?

How do the observational data mesh with both teacher and pwpil
reports of language within the classroom?

SECTION II. THE SOURCES OF CLASSROOM LANGUAGE

A.__Total Language Scores

A total of 6273 utterances were reaorﬂéé:and analysed. A two way
analysis of variance (Building by Styia) showed no -significant differences
for teaching style or for bullding type during either the morning or
the afternoon (Table 32).

Growing utterances into sequences, we again found no systematic
differences for teaching style or bullding type.

The overall amount of language in which the target pwpll was, or
was expected to be, a participant was equivalent in these varylng

classrooms.
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11, and Classmate Particl

pation

During the morning, the pwpil in the formal classroom heard over
twice as much teacher talk as the child in the informal classroom. Of
the language occurring in the formal classrooms, 45 percent vas
_teacher talk; this dropped to 26 percent in mixed style classes

and dropped furﬁher to just over 19 percent in the informal classes
(Table 33), For the morning the total amount of teécher talk showed a
linear and significant (p< .001) difference among the teaching styles.
Nearly half of the language the pupil was'expegted to attend to in
formal classes was teacher talk while in the informal classes over

80 percent of the language was pupll interaction.

Turning to the literature would seem to suggest that our focus
on the pupil may underestimate the total amount of teacher talk in
formal classrooms. Adams and Biddle (1970, p. 38) report that the
teacher is talking 59 percent of the time while Bellack et al. (1966)
reporti

The teacher-pwpil ratio of activity in terms of lines spoken

1s spproximately 3 to 13 in terms of moves, this ratio 1s about

3 to 2. Therefore, regardless of the unit consldered, teachers

are considerably more active than pupils in amount of verbal

activity. (p. 84)

Both Resnick (1972) and Brandt (1975) looked at child-initiation in
informal classrooms. Though ﬁheir samples were small and the pupils
were younger, the main barrier to comparison of results is that they
both reported more globally than we require. Brandt did, however,
indicate the magnitude of child-initiatlon: "In one classroon,
C-initlated was over three times as frequent as T-lnitlated interaction”
(p. 110). |

Ignoring teaching style and looking instead at types of room,
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teacher talk distinguished significantly between open-plan and
conventional. Pupils in conventional rooms were expected to attend to
nearly twice as much teacher talk as were pupils in open-plan rooms
(39 and 21 percent respectively, p< ,005),

2., _Afternoon

In the informal and the mixed style classes, afternoon p§tterns
of language use were very similar to mornijg patterns. In formal
classes, however, there was a decrease in the percentage of teacher
talk (from 45 percent in the morning to 36‘pereent in the afternoon)
and a corresponding increase in the péreéﬁfage of classmate utterances.
Classes in conventional rooms showed a simllar ghift away from teacher
d@minﬁnce during the afternoon. As a result, there were no significant
Building, Style, or Bullding by Style effects for the afternoon data
(Table 33) though teachers in the formal classes still accounted
for 38 percent of the utterances the pupil was expected to hear,

compared with only 23 percent in the informal classes.

C, Initiation of Interactions

1. Morning

At the most basic level we classifled language as initiatlon or
continuation. The pattern of initiation diseriminated among teaching
styles and between building types (Table 34).

Looking first at teaching styles, we find that teacher initiatlon,
1ike total teacher talk, was most prevalent in the formal classes and
least prevalent in the informal classes. During the morning, the teacher
accounted for 45.9 percent of the initiation in the formal classes,

32.3 percéﬁ£ in the mixed style classes, and 19.0 percent in the

informal classes.
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Consldering type of bullding, teacher initiation agaln repeated
the paiﬁerﬁ set for total teacher talk: the teacher accounted for
over twice as much of the initiation in conventional rooms as in
open-plan rooms (46.5 and 20.9 percent respectively). Both Style and
Builﬂiné showed statistically significant differences beyond the
»001 level,

The target pupil initiated interactions more frequently in the
open-plan than in the conventional rooms (p< ,05). There were no
statistically significant differences based on teaching style.

Initiation by classmates of the target pupil did show slgnificant
differences among the teaching styles and between bullding types.
Complementing thebpéttérn begun by teacher initiatién above,
elassmatés were most 1likely to initiate an interaction in the informal
classes and least likely to do so in the formal classés, Glasémates
initiated 43.8 percent of the morning interactions in informal classes,
26.8 percent in miﬁed style classes, and 19.8 percent in the formal
classes (p< .001)., Classmate initiated interaction was also more
frequent in open-plan than in conventional rooms (36.6 and 21.5 percent
respectively, p< .005). |

2s _Afternoon

As in the analysis of total language, the pattern of initiation
in informal classes and in open-plan rooms was very similar in the
morning and the afternccn. Formal and mixed style classes, as well
as those in conventional rooms, showed a decrease in teacher-initiated
interactions during the afternoon, and a corresponding increase in the
percentage of classmate initiated ones. There were no significant
Bullding, Style, or Building by Style interaction effects for the

measures of initiation during the afternoon (Table 3%).
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SECTION III. THE INTENDED AUDIENCE

A. Receiver of Initiation

The intended receiver of an utterance was categorized ast the
teacher, the target puwpil, a classmate, the small growp composed of
two to six puplls one of whom was the target pupil, or the large growp
composed of at 1east 13 pwils,

It was anticipated that in the formal classroom whole-class teaching
would be the dominant form of instruction. Teacher utterances would
thus be directed either to the large growp or to a specific pupil within
the clase context; in both cases all pupils would be expected to be
attentive. During the session of seatwork following the class
lesson, the individual child would galn teacher attention by queulng.

In contrast, it was anticipated that in the informal classrooms, the
teacher would have a wider repertoire of growping practices so that at
various points she might Ee addressing the entire class or an individual
pupil within the class context (as the formal teacher daes); but she
would also direct interaction toward the small group. Attentlon to
individual pwpils seemed likely both by pupil queuing and by teacher
circulation to growps or tables. There would hence be fewer occasions
when all puwpils would be expected to listen to thgy%é;cher‘s comments

to classmates.

1. Morning

Teacher Initiatlion

As anticipated, the percentage of teacher initlation to individual
classnates and to the large group did distingulsh among the teachlng
styles during the morning. It also discrininated between the building

typea (Table 35). The target puwpll was expected to attend to the most
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teacher initiated irteractions with individual classmates in the formal
classes, ard to the least in the informal classes (linear Style effect,
p< +0l) The differemce was more pronounced between building types;
teacher Anitiation to an individual classmate was more frequent in
conventional than im epen-plan rooms (p< +005), Similarly attesting to
the use of cliygs dnstruction, the teacher initiated interaction was
directed towards the large growp the highest percentage of the tlme
in the formal classes, and the lowest in the informal classes; it
was also nore common In conventional than in open-plan rooms. Both
Style and Building effects were statistically significant beyond the
«01 level, The formal class in the conventlonal room had the greatest
incidence of teacher initiated interaction with the large growp
(294 pervent); the informal class in the cpen-plan room had the smallest
incidence C?l,._B percent).

In the formal classroom language is more public. Britton (1970)
reflects on the effect this can have on the childs

It 15 an act of faith for a small chlld to address an adult he

does not know; to do so across the silence of thirty-five other

children can only magnify the difficulty; add to that the fear of

rejection of what he of fers and the picture is complete, (p., 181)
We do not megn to imply that clase teaching should never occur. The
lssue 1s frequemcy. A child graduaily becomes comfortable with an
adult through frequent and relatively personal interaction. We suggest
that this persoral interaction is more likely to occur in the informal
classroom thotgh Lewds (1975), in his transcription and analyels of
three teachers presenting information to an entlire class, remlinds us
that within the context of formal class instruction, there are varied
teacher styles; formal teaching, like informal teaching, 1s not a
single phenoménon,
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There were no significant Building or Style differences in the pattexns
of teacher initiation directed toward the target pwil or toward the
snall grow including this pwpil.
Hindsight suggests two reasons why the informal teacher's interaction
with the small grow is not adequately reflected in the data. Tlrst,
by focussing on a single chlld we record none of the interaction the
teacher has with small groups that exclude our target pupil. This is
not an issue in the formal classroom where all the children are expected
to attend to the class lesson, Second, our langusge coding uses small
group as the recelver of the comment only when the utterance is dlrected
toward the entire small grouwp. Frequently the small group context
provides the accésicn for individual teacher-pupll or pupll-classnate
interaction. Small growp language ls more personal than public, as was
recognized by Bullock (1975):
When children bring language to bear on a problem within a small
group thelr talk 1ls often tentative, discursive, inexplicit, and
uncertain of direction; the natural ocutcome of an encounter with
unfamiliar ideas and matexrial, The intimacy of the context allows
all this to happen without any sense of strain. In an atmosphere
of tolerance, of hesitant formulation, and of co-cperative effort
the children can 'stretch' their language to accommodate thelr own
second thoughts and the opinions of others. They can 'float' thelr
notiong without fear of having them dismlssed., Larger and more
formal contexts make different demands ... (p. 146).
Target Pupil Initiation
The target pupll was more likely to initlate interactions with
 classmates in open-plan than in conventional rooms (p< +05)« The higher
incidence of peer communication in open-plan rooms appeared to arise for
two reasons. First, the noise level in the open space was often
effectively softened by carpets and curtains so that teachers tolerated

or encouraged a higher level of interaction than might be conducive to

a work atmosphere within a more confined space. Secord, in those
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elanaes where tenchern ¢learly proforred qulet or sllont work, oho wan
often swpervising a larger arca so that the child in the resource area
could have a quick word wlth his tablemates while the teacher was in
the bay area and vice verma. This peer interaction was sometimes
instructionals

No, 1t's not the same because 1t's not base 10. So you can get
mixed w. But base 6 you do lotz of 6,

And sometimes instructive if not instructional:

Target Pwpils I don't carry the 2. It's easler,

Classmate: You'll gzet them all wrong!

Target Pupil: Won't.

There were no statistically significant differences in the percentage
of interaction which the target pupll initlated with the teacher, or
with the small Qi large group.

Classnmate Inltlation

Classmate inltlated interactiomswith the target pupll and other
classmates weie mcstlfrequent iﬁ the informal classes (p< .05);
classmate initiated interactions with the target pupil were also
more frequent in cpen-plan than in conventional rooms (p< «05).

Peer interaction in the informal, open-plan rooms was éétively encouraged
by thelr teachers.

The percentage of classmate initiated interactions with the other
possible recelvers showed no systematic pattern. (Though there is a
Building by Style interaction effect for classmate initiation to the
large group this is probably an artifact of very low frequencies,)

2. _Afternoon

During the afternoon, there was only one significant difference

among the groups of teachers for the measures of receilvers of inltiation.

This was a Bullding by Style interaction (p< .05) which resulted from a
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high incidence of teacher initiation toward the target pupil in the
informal, conventional classrooms (20 percent) where teachers in three
of the four classes were clrculating among the groups of pwpils

querying or commenting on the art or tople work in progress.

B. _Beceiver of Continuations

The receiver of utterances continuing an interaction was
similaxrly categorized.

Utterances continuing the interaction showed a parallel pattern
to those initiating the interaction (Table 36). The target pupil was
expected to listen to the teacher continuing an interaction with
individual classmates most frequently in the formal classes and least
frequently in the informal classes (1linear Style effect, p< .001).
Teacher utterances continulng an interaction with the large growp were
also statistically significant (p< .001), the large growp accounting
for 19 percent of the continuing utterances from the formal teacher,
but only for 2 percent from the informal teachers.

Target pupll utterances continuing an interaction with individual
classnates were most likely in informal classes (linear Style effect,
p< ,005) and were twice as common in cpen-plan is in conventional
rooms (p< .001).

Deriving from the teacher question --> pwpil response pattern in
the whole-class context, the target pupll was expected to listen to
classmate utterances continuing an interaction with the teacher over
four times as much in the formal as in the informal classes, and over
three times as often in conventional as in open-plan rooms (p< .05).

Classmate utterances continuing an interaction with the target pupil’
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showed the complementary pattern: they were most common in the informal
clagses where peer Interaction was encouraged, and were also more
frequent in the ocpen-plan rooms (p< .05).
2s__Aftexrnoon

There were no significant differences among the growps of teachers

for receiver of continuatlons during the afternoon.

€. Talking tﬂ _Hinself

Though it was not common and there were no statistically significant
differences in the frequencles with which pwpils talked to themselves,
from an educational viewpoint it is iﬁtsresting to note the types of
situations in which children do verballze to themselves. Perheps the
most typical sltuation invelves talking through a difficult problem as
Irene N. (a pupil in a mixed style, open~plan room) did five consecutive
times while she worked on maths before she turned to one of her
tablemates: "I'm stuck on this one."

A second function of talking to oneself involves keeping track of
one's place in a sequence. Examples observed lncluded water capacity,
welghing, and measuring,

A third function sees the puwpil using himself as audience. Beth G.,
a pupil in an informal, ocpen-plan room, had been writing for several
minutes and clearly felt the need to hear what she had written:
"Yesterday our school went to the..s "

Very occasionally, the observer has the ¢pportunity to hear the
chlld achieve some insight. Kevin V., in a mixed style, open-plan room,
was reading reference materials relating to an integrated history/maths
unit on shopping. The grow's quiet concentration was broken by his

"An advantage--yeh!" And he immediately initiated an explanatory
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statement sharing his insight, "You lot, they didn't have... "

In spite of its lack of statistical significance, it may be worth
noting that in the conventional rooms, mean frequency for the pupil
talking to himself ranged from 0.20 to 0.25 for the three teaching styles;
in the open-plan rooms, howsver, the mean frequency for the pupils in
mixed style classes was 1l.]1 utterances, Though noise 1s often cited
ag a disadvantage of open-plan architecture, th§:§§gkggcuﬂd_murmur seens

to provide a setting conducive to this form of working through language.

SECTION IV. TYPES OF LANGUAGE OBSERVED

A,
Language functions were categorlzed as Statement, Quéstion;
Evaluation, Social, or Not clearly heard. Our Social category was
narrowly defined to include interactions such as greetings and inquiries
about family that indicate a concern for the child's gocial 1life in
contrast to cognitive develqémenii We did not attempt the high-inference
classification of peer conversations as task-oriented versus soclal.
By gathering the language data during the first hour in the morning
when such academic areas as reaiing, writing, and nmunbec Work were in
progress and agaln during the first 40 minutes in the afteynoon when
activitles such as topic work and/or art were underway, we did not
encounter the type of soclal interaction that a perlod such as the
beglrming of the day might have produced. Consequently there were
no instances of social talk as we had defined 1t.
Because of the mobility the observer was allowed in the classroon,
and also perhaps ﬁecause of the public nature of the classxroom 1ltself,
there were only 87 instances of 'Not clearly heard"' out of the total

6273 utterances recorded. In each instance both the egheaker and the
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intended receiver were clear, though the content was not clear. These
'not clearly heard' utterances could, therefore, still be used in the
caleulations for initiation and intended recelver.

Though the figures vary slightly, thé patterns of Statement,
Question, and Evéluaticn were parallel in the morning and the afternoon
(Table 37).

In general, interactions were most likely to be initiated by
Statements. Questioning was the second most frequent form for initiations;
however, initlating questlons were used nearly twice as frequently by
the teacher as by the children. Evaluation, which usually represents
a reactlon to a line of reasoning or plece of work, was rarely useé
to initiate interaction.

The pattern for utterances continuing an interaction was simllar,
though Statements were used even more frequently. They accounted for
over 8% percent of both target pupil and classmate continuing utterances,
and 56 percent of those from the teacher. Questions accounted for over
15 percent of teacher continulng utterances, compared with from 7 to 9
percent forthe target pwpil and his classmates. Establishing the teacher's
role as the evaluator, a quarter ~f the teacher comments contiming an
interaction were Evaluations. Target pu@ils and classmates rarely used
Evaluation; it was the teacher's prerogatlve.

Resnick (1972) and Brandt (1975), in studies discussed earlier, both
suggested on the basis of observation in informal British classrooms
that informal teachers are likely to use a high proportion of questions
in their teaching, and that this in turn provides a model that should
lead to more questioning by the pupils. Taking a higher preportion of
gﬁestiong in informal classrooms as an hypothesis, the data from the

preaent study préviie some swport for their hypothesis. Teachers
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Table 37t Statements, Questions, and Evaluation

o Mean Percent

Morning Teacher Target Pupil Classma‘e
Initiation:

Statement 48 2 63 .

Question 49-2 31‘"'1

Not Glé,ﬂf‘iy heard - L i . 1iL" . Q;i

100.0 100.0 100.0

W g O
5

Continuvation:
Statement 62.5 86.5 86,
Bvaluation 17.5 1.9 3
Not clearly heard 2.0 .

Afternoon

Initiation:
Statement 54
Questlion 42,
Evaluation 3 )
Hot clearly heard 0.4 0.5 0.0

Continuation:
Statement 61
Question 1z,
BEvaluatlon 22
Not ¢learly heard 3.9 1.5 w]

N=30 classes

during the morning in informal classrooms us2d questions to c@ntinﬁe
interactions 26.4 percent of the time, ccmpared with 12,4 percent in
the formal classrooms (linear Style effect, t=1.91, df=24, p< .05 one-
talled). The afternoon pattern was similar, with 5.0 and 20 percent of
teacher questions in formal and informal classrooms respectively
(1=1.81, p< .05). Though using a lower percentage of questions than

teachers did overall, target pupils used questions to continue
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interactions 1in which they were involved 3.8 pexcent of the tdre in
formal classes compared with 11.8 percent in informal classes during the
morning (linear Style effect, t=2,18, df=24, p< ,0l one-tailed). Pa-tierns.
for classméﬁés were simi’lar, with 3.4 and 10.0 percent for fommalX ancl
informal classes iesgectively (t=1.90, p< .05). Afterncon pa-tterms
for pwils as well as patterns of initiation for all of the particip ants,
showed no significant differences among the styles.

In summaxry, all classroon participants used Statements both o
initiate and to continue interactions. For the children iz tke
classroom, Statements were the dominant form. Teachers used Quesstiomy
more frequently than did children, and most markedly forxr imitXati on
Questions wexre used more frequently in the informal classroma -0
Evaluation was rarely used by children; teachers used Bvalwation dmiy

the course of interaction, not for initiating the sequerce.

B. Subjectlve Language Use

Subjective experience, as langer (1962) distinguishes it, or-iglrutes
within the child and 1s unique to him. This is an interesting, y el En
.classrcams, qulte rare occurrence. Of !the total 6273 uttexancses —yeconled
and analysed only 217 were subjective. This dearth of subJective
expression 1s éisspgaipting rather than surprising. Complenentary
findings were noted by Adams and Biddle (1970):

In fact less than half of one percent of the tine wis et won

matters -that dealt with feelings and interpersonal relationshipss

Flanders. ..produced similaxr findings. (pp. 40-41)

Not wishing to exaggerate the magnltude of thls subset of Linguwge, theo
average frequencies will suffice for the numeric presentation (Talle 3).

This is the sort of expression that indicates an individuwal

sensitively considering his environment. "I don't think--'" i= ong

cummon subjective marker. Often though the thought 1s lmplled,
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Table 38: Use of Subjective Language
. Mean Frequencles
Fornmal Mixed Informal
511212) _Si_N
Morning 1.8 - by 4.3
Aftexnoon 2.5 3.6 3.8

During a spelling assignment in a mixed style, cpen-plan class, Kenneth C.
initlated this exchange with a classmate:

Kenneth: T like that woxd.

Classmate: It%s stupld.

Kennethz Xt's fun,

Writing about a recent outing, Diane Y. inquireq,

Dianet How do you spell ise 407
Clasesmate: That's not a rezl word.
Dianet Was it right then?

Classmate: Oh, Jjust leave it.
Not the final advice a teacher would be 1ikelv to give, but her classmate
showed awareness of an interesting querys: what does make a word 'real'
or 'right'? These Linteractions provide evidence of an interest in and
eﬁjcyment of words such as teachers hope to foster.

Working on her math in an infoxmal, open-plan class, Karen A.

evaluated her work and succinctly explained her understanding of

- computation in others bases: .

This 1s a waste of time, this method., You just have to
add them wp. 10 + 10 is really 12,

Trying first to produce a scale by filling bottles with varylng amounts
of water and then to compose some simple tunes, Davina V. was Jjudged by
her classmate and defended her lntexpretation.

Classmates You did it too fast!
Davinat I liked the rhythn.
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Subjectlve langusge, 111ustrating the individual's personal
discoveries, is an important, if infrequent, aspect of language

experlence.

SECTION V. TEACHER, OBSERVER, AND PUPIL REPORTS ABOUT LANGUAGE
IN THE CLASSROOM

In most informal classrooms pupils were allowed to talk spontaneously;
in most formal classroms they were expected to be quiet most of the
time. Respondirng to the Teaching Styles Questionnaire (Bennett, 1976),
over 78 pervent of the informal teachers, in contrast with only 2. percent
of the formal teachers, stated that they generally allow thelr pupils
to talk to one another usually whenever they wish rafhfez than only
during certain kinds of cwrricular activities (Table 39). Swporting
this, 75 percent of the formal teachers, in contrast with 11.3 percent
of the informa] teachezs, reported that they expect their pupils to be
quiet most of the time (p<.O1l)« The regponse was similar though
less emphatic for ltems fromn the Walberg fgmd Thomas (1971) Teacher
Questlonnalres There was a linear trend among styles in response to
the gtatement, "' prefer tﬁé.t chlldren not talk when they are supposed
to be working” with 4.2 percent of the formal teachers, 48.8 percent
of the mixed style teachers, and 22.2 percent of the informal teschers
agreelng, The obgerver's report on the same item augmented the
difference: all of the formal teachers, 30 percent of the mixed style
teachers, and only 10.8percent of the informal teachers indicated by
comments to the pupils that they preferred that children not talk when
they were s@paged to be working.

The pupil interviews indicated that children are not deterred

by requests for silence, Some 89.2 percent of the pwpils interviewed
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from formal classes, 91.3 percent of those from mixed classes, and all
of those from informal classes agreed that children in tﬁeir class may
talk quietly with the pecple beside them., Several of ths children,
however, did appear aware of the restrictions to talk. Qualifications
included valumé and context:

If we whigper we can. (Jeremy D. in a mixed style, cpen-plan room)

Well, if they talk guietly, yes. (Bric V. in a mixed style,
conventional room)

Not in tests. (Iiam H. in a formal, conventional room)

Yes, but when the teacher says, 'Be quiet,' you've got to be quiet.
(Robert N. in an informal, open-plan raoms

Ah, well, sometimes she minds and sometimes she doesn't.
(Beverley H. in an informal, conventionsl room)

Determination of how task-oriented peer conversations are expected
to be would be difficult from report data. Nearly three-quarters of
the formal teachers and over half of the mixed and informal teachers
agreed to the Walberg and Thomas item that "Children are expected to
do their own work without getting help from other children." Most of
the teachers, however, agreed that "the children spontaneously look
at and discuss each other's work." These items appear to be in
contradiction. It may bé that teachers were making a distinction
relating to subject areas; for example, teachers may have felt that
the math answer ghiould be the-child'é own work while the picture @é the
poem would be valld objects for peer discussion.

Parallel items on the Walberg and Thomas Obgervation-Rating Scale

~ illustrated sharper differences among the growps of teachers based

elther on comments they made during the day to pupils ér on informal
interviews between the teacher and the observer. The observer reported
that all of the formal teachers, but under 22 percent of the informal
teachers, indicated that children are expected to do thelr own work
without getting help from other children (p< +005). Adopting a middle
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position, just under 46 percent of the mixed style teachers expected
pupils to work without peer hélpa All of the informal and mixed style
teachers, but only 28.73 percent of the formal teachers, were observed
to allow children to spcntaneeuslyvlcak at and discuss each other's
work (p< .001).

As we would hope, all of the pwpills interviewed agreed that pwils
may ask questions to the teacher. Further, all of the pwlls interviewed
from both formal and informal classes and 84.3 percent of those from
~ mixed style classes agreed that they did ask questions. The majority
of chlldren also agreed to the statement, "Do you ever ask your class-
mates questions when you're working?" A common concern was voiced by
Thomas D. from a formal, open-plan room, "Miss, yes, how to spell."

To remind us how literally questions are interpreted, Victor N. from
an informal, conventional room explained,

Well, not while you're working. You'd have to stop. Well, if

you can concentrate on two things at the same time, yes. So you

could be writing and also at the same time someone could he
talking to you and then you could talk back to them.

SECTION VI. GENERAL CONCLUSIONS

Our exploratory study of language in 30 classrooms containing
second year junior pwpils (8-year-olds) leads to the following
general conclusions: |

1. The overall amount of language in which the target pupil is,
or is expected to be, a participant is equivalent in these
varying classrooms. .

2. Pupll talk is more highly valued by the informal than by the
formal teacher. In most informal classrooms, pupils are
allowed to talk spontanecasly; in most formal classrooms thay
are expected to be quiet most of the time. Nearly half of the
language the pwpll 1ls expected to attend to in the formal
classes is teacher talk while in the informal classes over
80 percent of the language i1s pwpil interaction.
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Teacher initiation 1s most frequent in formal classes, least
frequent in informal classes; complementarily, classmate
Initiation 1s most frequent in informal classes and least
frequent in formal classes. Affirming the prevalence of class
teaching, teacher initlation to the large grow and to
Individual classmates is most frequent in formal classes.

Teacher initlation is more frequent in conventional than in
ocpen-plan rooms; classmate initiation 1s more frequent in
open-plan rooms.

Questions are asked by all particlipants, but noticeably more
so by teachers than by pwpils, and somewhat more frequently in
the informal than the formal classrooms.

Evaluation is rarely used by children; it is the teacher's
prerogative. '

In general the af'ternoon language environment does not
discriminate amorg the teaching styles or the bullding types.
The main effort te teach reading, writing, and mathematics
oceurs durlng the morning; and the different approaches
taken to the teachling of these subjects leads to different
patterns of Interaction. The afternoon is generally devoted
to activities such as tople work for science and/or soclal
studles and to art; the approaches taken wlth these sorts of
activities are more simllar, and lead to less diffexence in
the accompanying pattern of verbal interaction.
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CHAPTER EIGHT
TEACHING STYLES AND TEACHER PRACTICES

SECTION I. OVERVIEW OF THE STUDY

_Alns and Approaches

A

The educational literature continuously depicts the classroom in
such generalized dichotomies as divect/indirect, teacher-centred/
ppil-centred, traditional/progressive, and formal/informal, perhaps
because the classroom has been used as the unit of analysis and
general patterns can be seen which 1link allied teacher practices.
Thegse descriptors havé not, however, proven as useful as might have
been hoped because the meaning of any given term too easily changes in
the context of the complexity of the classroom. We have tried in this
study to divide this general concept of teaching style into some of
1ts component parts.

Our primary aim was a concrete, intuitively sensible unit éf
anélysis that would be easily manipulable for both the practitioner
and future regearchers.

Though other areas may also provide useful discriminators,
analysis of the literature led us to select two aspects of the classroom
which sviemed especially likely to suggest practical applications:
group membershlp and puwil choice. In the classroom, grouwp membership
includes at the most fundament%l level two dimensions: 1) the size
of the pwil grow and 2) whether or not the teacher is an active
particlpant in the growp. OQur Jwerational measure of pupil choice
was an observatlion of the 'framework' the teacher provides for pupil
cholce in six subcategories: fiming, location, partners, content (or

dlscipline), activity within a discipline, and materials.
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Both growping paﬁterns and pwpil choice have many implicatious.

We studied some of these by looking at curriculum organization and
evaluation, movement, and language (Chapters 5, 6, and 7).

We found 1t possible to formulate some simple general indices
of classroom activity. First, the Uniformity Ratio calculated as the
ratio of the number of activities the puwil is reéﬁired to participate
in to the number of activities ccuiring. A Uniformity Ratio of 100
percent would indicate an extremely formal class in which every chlld
was required to do every activity, beginning and ending each lesson
in unison: a day of class teaching. A second index may be calculated
from the instances or minutes of *single task', occasions when the
entire class 1s expected to do the same assignment with the expectation
of 1dentical outcomes (e.g., math problems and spelling lists). A high
score on this measure again indicates a formal style. A high score on
the third index indicates an informal style: the frequency or duration
of three or .iore simultaneous activities. Each of these three
measures ls easy to calculate from obsexrvation and has pointed to
significant differences among our samples of teachers.

Because of thahcamplexity of the area selected for study, a
multi—facefed research deslgn using teacher questionnalres, observatlon,
gtructured pupil interviews, and informal teacher-observer conversations
was chosen., The Teaching Styles Questionnaire (Bemnett, 1976) and the
Walberg and Thomas (1971) teacher nuestionnaire and observation-rating
scale were selected to valldate the observer's classification of
teachers against instruments for which published data are already
avallable in both the British and American contexts. A series of other
instruments were desligned, piloted, and modified to study areas of
specific concern (Chapter Two). |
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‘and Reliabil

1y

‘At the conclusion of a full day of classroom observation plus
discussions with both the class teacher and the Head Teacher, teachers
were rated formal, mixed, or informal on the basls of the subjective
judgment of the observer, who is also a teacher with experlence in
American and British schools with puplls spanning the 5- to 1l-year-
old primary school range. This classification based on observation
was validated by the teachers' responses to the TeaehingVStyles
Questionnaire (Bennett, 1976) which showed a significant discrimination
between the groups of teachers (p< .01 in Stuiy One and p< .00l in the
larger sample of Study Two). The converse is élsa true: teachers'
responses on the questionnaire were supported by observation. This
seems to suggest that the carefully constructed and plloted teacher
questionnaire can accurately distinguish among teachers of differing
styles; and clearly teacher guestionna¥res are less demanding than
obsexvation in terms of time, personnel, and money.

The Walberg and Thomas (1971) teacher questionnaire and observation-
rating scale are parallel 5Dh1tém ingtruments., The correlation betwsen
the teacher and observer respcnses on a total score calculated from
these measures was .78, reflecting the fact tha' the pattern of ratlngs
by observer and teacher was usually similar, even though the teachers'
ratings were often less extreme.

Using transcripts of language from primary classes (Rosen and
Rosen, 1973, pp. W4-48), there was a 90 percent agreement between the
investigator and an asslstant on the classiflication of utterances,

Most of the disagreement was caused by the difficulty in assessing the
intended audience from transcripts in which there are few context clues
and .no visual clues. |
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C.__Teacher as Researcher

| Teachers wera asked to assume the xole of the researcher
to provide a four-day sample of activitles in their élassraém by
following the activities of @nélpupil throughout the day using the |
Individual Pwil Schedule (Appendix I). This instrument ﬁas designed
so that a single tick swplied information on the content area the
pupil was working in, the size of the growp, and whether or ﬁat the
teacher was actively participa’ing in the growp. A differént pupll
‘was followed on each of the four days. After practice during the
norning of the day of obgervatlion, the afternoon sesslon was used to
calculate reliabilit& on the instrument. There was 85,6 percent
agreement between observer and teacher (Holsti, 1969). The Individual
Pupil Schedule thus appears to be a reliable and inexpensive research
ingtrument.

Asking the teacher to assume the role of researcher makgs it
possihle ! + et data over a longer periocd of time than resources
would allcw the observer to be preéent in the classroom. Several of
the teachers also found it a provocatlve exerclse that-sensitized them
to the classroom from the 1pdividual pwil's viewpoint rather than from
their usual teacher's perspective of planning and preparing for the

entire class.

In order to maximize the contrast among teaching styles as much as
 possible, formal and informal teachers were initially considered. Since
open-plan buildings are a feature of current educational controversy,

we also looked geparately at classes in open-<plan and conventlonal rooms.
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R

The sample for the initlal exploratory study included 12 teaéhérsz

Formal Informal
Open-Plan Rooms 3 3 é6
Conventional Rooms 3 3 6

6 6 |1z

Study Two considered 30 different teachers, including a growp of
teachers whose style could best be described as "mixed":
Formal Mixed Informal

Open-Plan Rooms L 8 . 5 17
Conventional Rooms L 5 L

SECTION II. TEACHER PRACTICES

In the preceding chapters the results from the various instruments
have been presented clustered by the areas of interest in the study:
grouping practices, curriculum organization and evaluatic . movement,
and language (Figure 1, p. 75). In this chapter we will aviempt to
reformulate the conclusions to provide a more unifiei portralt of

formal and informal classrooms as they emerged from our studies.

A:__The Formal Class

A major grouping in the formal class was the teacher with the
entire class, This had important impllcations both during the class
lesson itself and also for the following activities. _

During the lesson 1ltself, texts and materials were supplied in

class sets. The teacher initiated verbal exchanges, directing them to

the clasas context. Pupil talk “t2jted in response. Most of
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the time pupils were expected to be quiet. Pupil movement was not
permitted. Teacher movement was generally confined to the front of
the room or to thels cun desk.

Following the ciass lesson, né framework for pupll choice was
provided. Pupils geﬁerally worked individually without active teacher
participation on a task set for the entire class. In some classes pﬁ;ils
could leave thelr seats at their own discretion to go to the teacher,
though gainé to other areas 1n the room was generally forbldden unless
the pupll asked permission before leaving his seat. All formal teachers
é:pé&tédithéir puplls to ask permisalon before leaving the room to go
to the tollets. |

Thé formal teacher decided where her pwils woild sit. Most reported
that thelr pupils remalned in the same seats or grows for most of the day.

Growpings smaller than the entire class were uded, though this was
relatively infrequent. Approximately half of the formal teachers used
abllity growps, frequently using test results to growp for reading and/or -
maths, (Ability growing may still result in a single assignment for
30+ puplils if teachers combine growps from different classes ag they
did in some of the formal, open-plan c¢lasses in our sample.) The

smaller growps used by formal teachers did not involve pwpil planning

i

or problem-solving, but rather seemed designed f@f Qréénizatianal
convenlence: the sharing of books and equipment or the structuring of
the morning so that one grow at a time would receive concentrated
teacher attention while the others could get on with theix own work.
All of the pupils interviewed from formal classes agreed that when they
had small growps, it was the teacher who decided who was in the group.
The differences between grouping practices of formal and informal

teachers were most evident in the morning when academic work tended to
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prevall. [For the formal teachers, academlc achievemsnt was o top
priority. The usual approach was to present information to the class
as a whole, followed by an assignment to be done individually. J{lupils

with diffisulties went to the teacher for help.

B. The Informal Class

It was clear from both teacher responses and obgervation that
informal teachers structured a more complex network of activities, often
providing for several different sorts of growpings to occur simultaneously.
At any given pc' .. in the day it was common to find some pupils worklng
1ndividually, some in small grouwps, and some in larger groups. Tasks
were sometimes set by the teacher, sometimes selected by the individual
pupil, and sometimes evolved from pv planning within a small growp.

In all classes observed, most children were sitting in growps of 3 or
more. In the informal classes, children had usually selected at which
table they would work and with which partners. Most informal teachers
the dav. Growing by ability was rare. Though class teaching was used
by all teachers, it was least used by the informal teachers.

Totally free pupil choice did not occur; rather, informal teachers
provided a framework within which pupils had nearly continuous )
opportunities to decide matters relevant to their learning activities.
Thus, as pupils were able to accept more responsiblllty, teachers had
various avenues avallable to provide it (Brown and Ereciaus, 1968, p. 124;
Muir, 1970, p. 18). Converse’:, when pupils demonstrated that the choice
was too much of a challenge for them, the teacher could limit the
available choice without discontimuing it altogether for that particular

child and without influencing the options still avallable to classmates.
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One lmplication of both simultaneocus activities and pupil cholee
was that movement increased. Though there was no dominant pattern to

the informal teachers' movement during lne morning, in the afternocn

3

they were highly moblle: moving to 1ndividual piplls reulating among
the tables or groups, and swervising activities outs.iu Jheir room.
Pupil movement at thelr own discretion was greater in the informal than
in the formal classrooms both during the morning and during the afternoon;
agaln the primary focus was the teacher, but movement at the pupils’
discretion was also commonly observed within the room and even within
the building. Most of the informal teachers reported that they usually
allew thelr puplils to move ar@uﬂd the classroom whanever they wish,; and
also that children may voluntarlly use other areas of the bullding and
schoolyard as part of thelr school time. None of the puplls intervliewed
from inf@rmallclasses reported that children in their class had %o ask
nermission before leaving thelrseats to get something they need.

A second implication - dmultaneous activifies and pupil choice

that the pattern of 1 ue in the classroom changed. Pwil talk
was more highly valued by the informw . teachers, and i1 most informal
classrooms, puplils were allowed to talk spontaneously. Ovuervation
found that in the informal classes over éO peréant of ihe language
the pupll was expected to attend to was pupil 1ntézaction§ working
individually and in small growps apparentiy encouraged peer interaction.
Suggesting that the informal class actually does foster inquiry,
questioning by all classroom participants was somewhat more common in

the irformal classrooms,

C. Morning/Afternoon Differences

In general the morni.g was used to teach the 3Rs while the zlternoon
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wis o obed Lo tople work and ercative expression. This Pindling has
two gpeeille manifestations in our data. First, the afl® . .oon language
environment does not generally discriminate among the teaching styles
or the building types. The maip dlfferences in language patterns occur
during the morning when teachers are concentrating on reading, writing,
and mathematlcse. Second, teacher movement shows its most distinctlve
pattern in the afternoon when the informal teachers are highly mobile:
moving to individual pupills, clrculating ajong the tables and growps,

and supervising activities outslde their ro--.

D.__Bullding Deslgn

ulldlnys deslen was rarely a significant factor in teacher practlces
eope-lally as compared with tea~her attitudes. Reasons for the bullding
of" open-plan schools have been variously attributed; in a survey of
27 local education authorities, ~ivisers and architects suggested that
1) the op-n-plan school was the only purposeful way of building for the
integrated day, 2) cpen-plan schoglsvcculd optimise the use ~{ gpace,
and 7) the traditional school could not be built within the existirg
cost limits (Bennett, Andreae, Hegarty, and Wade, 1976, p. 53). The
cconomic arsument is not clearcut., Some suggest that 1t costs less to
build a school without walls (Brunetti, 1971, p. 4; National Union of
Teachers, 1974, p. 9). Just as confidently, others assume that cpen-
plan schools cost more (Ellison, Gilbert, and Ratsoy, 1969, p. 20).
Filttings within the school provide one key to the dispute. At least
part of the argament seems based on the definition of what Anderson
(1970, p. 3) referred to as "absolute necessity"; carpeting, for example
has been considered essential to some Amer} -an and Canadian authorities,
but has only recently become a standard feature nf learning areas in
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Biltish open-plan sc'iools. Most adv. ates of informal educatlon would
argue that the bullding and the accoutrements, though facilitating
informal educatlon, are not essential to it (Brubaker et al., 1971, p. 45),

The facilitles did, however, make some dlfference in the types of
groupings used. The small group with the teacher vas significantly
more common in open-plan than in conventlional rooms and as one
implicat n of this, three or more simultaneous activities were also
slr-ificanily more common in cpen-plan than in conventional rooms.

Fc wal teachers in ocpen-plan rooms seemed to react by setting a singl-
tasﬁ for the entire class. b

The proportion of teacher talk was significantly greater in
sonventional rooms while pwpil talk was significantly more common in
the cpen-plan rooms.

Several of the teachers visited for our studies were deeply
concerne® iha’ the ocpen-plan schools allow for overcrowding. In the
traditional building, a class slze excerding 41 automatically meant
overcrowding. In the newer open-plan bulldings, areas designed as
shared rescurce areas, soon beccme 'classrooms', leaving all teachers
wlthout the intended resource area and not incidentzlly making one class
the thoroughfare through which others must pass at frequent intervals
during the day:

.. .there seem to be some grounds for thinking that Open Plan

schools tend to be crarmped (Bennett, Andreae, Hegarty, and
Wade, 1976, p. 25).

SECTION III. A FINAL NOTE

In short, the use of growings and the provision of a framework
for pupil choice do appear to successfully discriminate among teachers
of varying styles. They are concrete variables that make intultive sense
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in voth research and practlcal ccétextsi They also lend :hemselves to
manipulatlion.

The teacher who would like to move in a more informal direction
can begln ; radually by having individual puplls or a small group work
geparately from the central group. Pupll cholce of working location
and partﬁers is also an easy beginning. As the teacher and puwils
adjust, more activities can occur simultaneously and more pupll choice
can be offired so that individuals are working gg the appropriate level
In a context interesting to them. These same optlons can work in the
other direction as well: when the teacher percelves more chaos than
coherence it would be wise to 1limlt pupil optlons, preferably for the
gpeclific pupils 1Involved, but possibly for the entire class. The
varied simultaneous activities can also be cut back as far as the .
+eacher conslders necessary. It 1s the class teacher wno must determine
both the nature and the extent of the activities and optlons to be
“pravided.

Tor the researcher, the grouwpings begin to look wi<hin - 1w class-
room at the aspects that distinguish among teachers. In this study, we
have portrayed the patterns of gréowilngs that do occur 1ln classes
containing B-year-old pupils and have aligned these patterus with styles
of teaching. The challenge in further work will be to look within the
growings at the quality of experience and the nature of Jearning for

the individual child.

[
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LNSTRUMENTS: STUDY ONE
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General Pattern of Classroom Activities Obsrrvatlon Schedule

Individual Puplil Schedule hessdsasecirassaass s itaasasese 202
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ADVANTAGES AND DISADVANTAGES OF THE GROUPINGS
(TEACHER QUESTIONNAIRE)

Teacher _ | B School _ . ) Date _

Will you please note the advantages and disadvantages of each of the
followlng learning situutions. Please remember that for our purposes
'without active teucher participation" refers to the times when the pupil
1s carrying on witrn his activity on his own, though you will probably be
in the same room and may have assigned the task.

Growplings Advantages Disadvantages Other Comments
Uith teacher participation/
Individual
With teacher participatlon/
Smell Growp (2-6 Pupils)
With teacher partigipatian<
Medium Growp (7-12 Pupile
With teacher participation/
Large Growp (13-Whole Class)
With teacher partisipatign/
Combined Classes
Without active teachsr
participation/ Individual

Without actlive teacher
participation/ ,
Small Growp (2-6 Pupils)

% o O

Without active teacher
participation/

Medium Growp (7-12 Pupils)
Without active teacher
pgfticipatian/ 7

Large Growp (13-Whole Class)
Without ac’.ve teacher
participat a/

Compined Zlpgs0s

s+ 3 S s R TR e £, 5 L s - i =
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TEACHING STYLES QUESTIONNAIRE

UNIVERSITY OF LANCASTER
DEPARTMENT OF EDUCATIONAL RESEARCH
SSRC PRIMARY SCHOOL PROJECT

The way in which teachers arrange their classrooms, and methods of teaching adopted,
naturally reflect factors such as the conditions . ~dar which the school operates, and the
characteristics of the pupils. At present all too little is known about the way in which
tcachers adapt their methods to circumstances, and hence little advice can be passed on to
students training to be teachers. In an attempt to obtain information which may be useful in
this and other ways, this questionnaire has been devised, It is in three p-uts, reflecting
the attempt to relate circumstances to teaching methods. Thus, part one »a+1 Lur background
information about the teacher, class and school; part two is designed -~ r.fr varlous aspect:
of classroom and curriculum organisation, and part three asks for teachc.s o inions on vario
cducational topics. Additional space is provided at the end of the gqu: .. :.anaire should you
wish ta clahorate on any of your answers.

For our work to be of any value, we must +~htain responses from a wide cross-~section of

Lteachers. I hope you will feel that thir -+ ° -t is sufficiently worthwhile to merit your
support. It generally takes about half ag + .- to complete the guestionarive, and of course,
recplies are confidential. It is importan . ' .t two that you try to racord as objectively
as you can what actually happens in your . " ~.m, since student teachera often appear to
receive misleading impressions in their t. i~ wnich later experiences contradict.

Mot of the items in this guostionnaire ask you to choese ong answer from a number of
Jlternatives, by eircliny the appropriate CCDE NUMBER. We realjse that th 5 procedure may
oveasionally Involve overaimplification. Other items require a more specific regponse and
jou are asked to enter the appropriate figure in the box provided. It s Important to answer
11} gquestions,

For
partT 1 TEACHER, CLASS AND CLASSROOM. Compute
. e - ———— e S —— Use
PERSONAL DETAILS

1 -5
l. Name 55 % ks 8 s s v ® guoEwvEEEsTaEELEYLE e % i @ E e FEw e EEwE . 5 s 8 x & F 3 % BB ]

Name and address of school sr-s e P I rasw st TR .
Code
............. . PR ipv.il-ilv.ig!i,!'ivli.I.'iiii’;iiil!!v!lv!;g;ii Number
2. S0x. Male . . « « « « = s « s »*» 3 = o] q
Female . . « + » s « = « = . 1
3. Age. Under 30 ¥r3. . . « + & ¢ = = 0
30 =~ 39 YEB. . . o« s o+ o0 s s s 1
40 = 49 YIB. .« & « 5 + = = 3 s 2 7
50 = %9 yrs. . . s« s s & e s s 3
Over 60 YES. . . = = 3+ = =+ + 4
4, Training.
{i) Higher ed.-.ation spent mainly at University . . . « + « « « « 0
College . . . . « « = = - - = 1 8
(i) Qualification Graduate . . . . 4 = « & s 0 9
' Non-graduate . . . « + . 4 o+ s 1
.ili} Formal teacher training None . . = « « « » = s 0
Primary oriented . . . . . . . i 10
. Secondary oriented . . . . . . 2
Yt
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Code For
Numbieg Vot e
[REETE
5. Twachling vxperience (in years) Tatal . . & . } 11=12
In primary schopols 13-14
In secondary schools . . 15=-16
CLASS AND CLASSROOM
Number of pupils in class. Boys . . e e e s { 17-18
e Girls . A R I B A1
Total . . . . . | 21-22
7. ‘nar group you are teaching. 3rd year Junior® . . o
4th year Juniogs . . . . . 1 23
2nd/3rd year mixed . . . 2
3rd/4th year mixed .. . 3
8. If the pupils are streamed by abillty, which stream do you teach?
HNo streaming . . . . . 0
Stream A . .« + - ¢ & s . 1
Stream B . . - . 2 24
Stream C e s e s . . . 3
Remedial . s e . . 4
9. Approximate area of classroom (in square yards). . . e s N B 25-27
10. what type of desk is used in the class?
single with seat attached ., 0
Single with separate ueat 1
Nouhlo with seat attached . i 28
Noubile with separate seal .o . 1
Table style seating 3 or mnre 4
Other (please specify). . 5
11. Is there a small librar' or store of books in the classroom?
No .« « « = - . ] 29
Yes o 4+ s s o s s . L
12. Are there storagc facilities in the . aom?
. . - o]
s .o e s . . 1 30
11, Ts the heating adequate in the ulassroom?
HNO . &« & = & s =« = . 0 31
Yas . . P 1
14. Is the )ighting adequate in the classroom?
NO . . &+ « =« . PR . ]
' T . 1 32

O
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Code For
Number Computer
Use
15, whal is the level of ability of your pupils?
Mostly bright . . . . . 0
Bright/average . . . . . . 1
Average . . .+ ¢ v s o2 o= s 2 o
Average/dull . . . . . . . 3 33
Mostly dull . . « . . . . 4
Full ability range . . . . 5
PART 2, TEACHING METHODS ADOPTED , card II
— T — . — S— = = ——— - — — ——— — - ?;ﬁ‘ - )
SEATING ARRANGEMENTS 1=-5
1. Do your pupils decide for themselves where they sit in the classroom?
HO & v & & & s & 5 s = 2 = o
b =1 1 1 6
2. Arce the seats usually arranged so that pupils sit
gseparately or in pairs? . . o
in groups £ 3 or more? . . 1 7
T, Are pupils allocated to places or groups on the nusis of their ability?
No . . e e v & a s s o=
B (=1 - S 1 8
i. o pupils stay in the same seats or groups for most of the day?
No .
Yes . . . . s s e e s 1 ?
CLAUYR i ORSANT AT LON
5. pi- . usually allow your pupils to move around the clasaroom
generally whenever they wish? O
only during certain kinds of 10
curricular activity? . . . 1
6. pe v.»; usually allow your pupils to talk to cne another
usually vhenever they wish? . 0O )
only during certain kinds of 11
eurricular activity? . . . 1
7. Do you axpect your puplls to ask you permission before leaving
the room?
No . ¢ ¢« ¢ o & & & s & 0 12
¥es o » 4 ¢ 4 s & e s v o2 s 1
8. Do you expect your pupils to be guiet most of the time?
HO & = & 4 5 = = 2 = s s « (o) )
Yes8 . . 4 . s e e s e e 1 13
9, Do you appoint monitors with responsibility for certain jobs?
NQ - L] ® - = - - = # L] L] L] D 14
Y8 . . o« x s v e s e s s 1
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role For
Numlye:r Computer
e
ORGANISING THE CUKRR{CULUM
10, D you regularly ta @ . plls ovut of schonl as part of your
nntmal teaching activitlies?
NGO .« + s s 2 s & = = oa = = 0 15
Yes
Il o you use a tiwmetable for organising the week's work?
a NOo v & s 4 s = s o » & = = = 0 16
Yas R . .
12. For basic subjects do you more often use
text books? . . + o 0 o+ - 0 17
specially prepared
materials?. .« . . « « . = s s 1
135. bo you require that your pupils know tha r tw.u!g.ization tuables
off hy heoart?
N e e e e s e s e s e e e 0 Ly
b1 J e 1

14. Teaéhing sometimes  requires refersnce materials. Do you normally

supply most of this material
for your pupils? . . . . .« - 0 19

ask the pupils to find their

OWNT & s« s+ & s s . 1
15, no you regularly give your pupils homework?
Ne . . PN . a 50
Yes . 1
H/N In organising the work of your class, roughly what emphasis do ycu
give to each nf thesec five different approaches? Indicate approxi-
mately what percentage of time is spent on each appruach. Your
total should come to 100%, althaugh this is not intended to imply
that all the work necessarily fits into these five categories. percent
L. Teachar talking to the class s a whole. . .« v o 0 @ v 0 = e 21
2 Puptls working together co-operatively in groups, on work -
given by the teachel. . .« v 0 ¢ o 0 0 v 0 x e e e e e s 22
3. Pupils working together co-oparatively in groups, on work -
of their own choice., . .+ s + =« = s « o & & & = = » + ¢ & & « = 23
4. Pupils working individually, at their own pace, on work
given by the teacher. . . . « « « « &+ + &+ « » = . s 24
5. Pupils working individually at their own pace,
thelr own cholce. . + « « « & &+ 3 = « s+ & « 5 =« Co s 25
e J 1()’3% 26*28
17. OUn which aspect of nuwshel work do you place more emphasis? } .
(1) Developing computational skills through graded exercises? . . 0 29
(1i) Fxploring concepts with materials or apparatus? . . . . . . . 1
18. Do you encourage fluency and originality in written English, even
i1f for many children this may be at the expense of grammatical
accuracy?
No « « « =« . . - 0 10
o YO o « « & 5 5 5 s s s s s s 1
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H

Code For
Nunmber Computer
Use
19. poe sou pui an actual mark or grade on pupils' work?
NQ - L] & L] L] & 3 . L] & L] = g
Yés L] - - L] L] - L] L] = & * L] 1 31
20. Do you correct most spelling and grammatical errore?
“Q L L] L L L3 - L] L] L] L] L) [ G 32
Yes....ii,..i,.l
21. Are stars, or their equivalent given to pupils who produce
the best work? S
No s e % 8 z ¥ + = a8 i} 33
L T L 1
22. Do you give your pupils an arithmetic (muntal or written) test at
least once a week?
HNO « « s+ = s s e e v e 0 34
YE5 . & s+ s s ¢ 8 o=on v 5= 1
3. Do you give your pupils a spelling test at least onge a week?
HD...........,D 5
- I 1
24. po you have 'end of term' teats? HO « = 2 s s ¢ & % = = s« Q 16
YG! i'l #* - - L - ¥ & ® & 1
DISCTRLINE S — /
25. po you have many pupils who create discipline problems?
Ha - - ] - - - [ L] L] ) ] & c’ 37
YO8 2 s+ 2 o ¢ 2 8 = 5 8 & * 1
26, po you find verbal reproof ané/%r reasoning normally sufficient?
NQ - - # L] - L - L £ £ ] L] Q 38
!EB - L - - - - Ll L] £ ) & L] L] 1
27. For persistent disruptive behaviour, where verbal reproci failg to
gain the pupils' co-operation, ¢o you use any of the {vilowing
diaciplinary measures?
(*), extra work HO & s o s & s 3 8 5 2 8 3 0 19
Yag . o » 5 # s+ o8 5 4 8 @ * 1 '
(11) smack HO o+ « = o o s 5 » s = 3 ¢ 0 40
Yag « « s 2 5 s 8 vov o2 s 1
(111) withdrawal of priviluges MO o o o o o o 1 s s s s O 41
Yag . . s s s & v 2 & s e ® 1
(iv) send to head teacher NO o o o c s s e s oo O 4
YEB . 4+ s s & 1 s 2 s s o4 # 1
(v) sent out of room HO o+ o v s s s s s e 0 O 4
YEB o o = ¢ v & » % v s & 1
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Clade For
Humber i Comput er
tlse
A I T SO G T
R Wi gt me tvas been dodon ted for redalstration and as@embly, the
wirdier of Piours per owe ck Left for teacherns s 2%, Eastimate an
s ouratels oan potarhle how thin Lo distributed cmoneg subjects
et g furt o in bhe table helew, by putting the appropriate
mite et ol oot oan the boxes provided, Please e lant week ax
pvar ve fee e b o Waso in so0ma way uriug wal . (for
px o wpples, peen Jday)
Numboer
mf
Hourn
Humhor wisrk
Engliuh {includlng creative wrtiing).
Feading « . s s 0 0 = 0 2 s 4 s x o 414
HESEOEY © o v o e b e e e e e e
Geography . « . « v« o s s e s 5 7
French o 0 0« 0 0 0 0 0 s 0 0 s )
Seience (ineludlng nature seudy) .
SCeripturse o . s e 0 s 0= s s s e s
L S T
MUsSio o o « = & = & % a4 x o= x s x5
Art and Craft o . o . 0 0 . 4 e s s s 45
Music and Movement . . . « . « & &
Drama .« « + = = ¢ « = & = & &+ = & 5
Eavironmental &Studies o o o 0 0 s
Suecial studies - . . 0 2 0 s
Projuct worEk . -« = s s s o s 0 s
Free cholce activity . . . . . -
Integrated studles . . . . . .« + ¢ ) 46
TOTAL 25 (approx.}
PART 3, OPIN 10NS ABOUT EDUCATION Card III
L msarice i i R i — = = i = ;7
l -5

In thir ssection we ask you to give your opinions about a number of educa-
ticnal toples, We are anxious to record the frank opinlons of professio-

nal tasckers and there is no suggestion that there are right or wrong

anawe 11, It {5 important to answer every question. If you would like

to plaboxste on any item please make use of the space provided at the
end 6 f the guestionnalre.

TEACH ING _AMS

The following are probably all worthwhile teaching aims, but their
e 12t ive |mportance may be influenced by the situation in which the
teachar works, Please rate each aim on the five-point scale to
indicate its importance in relation to your class, by clirecling the
appraptlate code npumber.
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Far
Code Humber Computer
U
id e o el i
- : el - i}
i Ao 8 -
+ L 44 F #
Moo~ Lt o &
M S
b w4 B JF o
e fiy =t [} oA i
AL proparatlon for academlc work in secondary school. . 1 2 3 i 5 6
h. An undecarasnding of the warld Ln which pupils live. 1 2 3 1 5 7
e The acqulaltion of basic skills in reading and 1 ) 3 4 5 8
AUMBOLr WOLK: « « =« = « o « « s+ &+ & & 4 o4& o= o= s o= - © ’
n. The develupment of puplls' creative abilities. . . . 1 2 3 1 5 9
K. The encoursgement of self-expression. . . « .« - « =« 1 2 3 4 5 10
F. Haluing puplls to co-oporate with each other. . . . 1 p 3 4 5 11
ping pup
G. The aceeptance of normal standards of behaviour. . . 1 2 3 4 5 12
H. The epioymenst of schoole . o . v v v 0 0 0 0 e e e 1 Z 3 4 5 13
(I The promotlion of a high level of academic 1 2 3 a 5
ARtaIRMENt, & o 2 2 4 = s s s s & 5 o4 r b o+ oa = s o= ] i 14
OPINIONG ABOUT EDUCATION 1SSUES
o ) ] w E
plieane 1ndleate Lhe strength of your agreement or dis- o § o
agreement with the follewing statemonts by eirecling g % o p g g g
the appropriste code, ﬂﬂ ;'j o B E H "
ng a x % ha &
A. Most puplls in upper junior achool have sufficlent )
maturity to chooss a topic to study, and carry 1 2 3 4 5 15
it through. R T T T
H. Most puplla in upper junior achool feel more secure 1 2 3 4 5 16
it +oid what to do and how to do 1E, . + « « - « . = " ) :
C. ‘creatlvity' is an educational fad, which could 1 2 3 4 e 17
don dle B, . 0 0 s e e e s a w aw s s - 7 ’
Ti. ¥irm digcipline by the teacher leads to good self- 1 2 % 4 5 18
diseipline on the part of the pupila. . . . . . . - ]
[ Streaming by ahi]ity is undesirable in junior 1 5 3 4 5 19
achool, .« + .« T - N ’ ’
F. The teacher should bhe well liked by the class. . . . 1 2 3 4 5 20
G. Children working in groups waste a lot of time 1 2 3 4 5 21
arguing and 'messing about'. . . . . 4 s s e s 2 e e N N
H. Pupils work better when motivated by marks or 1 P 3 4 5 22
GEHATB. o « s « o s 5 = & 3 e« £ 8 +# s+ &+ 3 & % o= = o« = ; - | ) - )
I. Too little emphasis 18 placed on keeping order in 1 2 3 4 5 23
the clagsroom nowadays. « s « « ¢ & ¢ + 5 = = = 2 ¢ ) - ’ T
J. Teachers need to know the home background and 1 2 3 4 5 24

personal clrcumstances of their pupils. . . . . . .
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For
Conputes
e s ) o Use
OPINIONS ABOUT TEACHING METHODS
To what extent would you agree or disagree with tﬁa following statements when
they are applied to (a) TFOTMAL teaching methods, and (b) INFORMAL teaching
methoda?
a) FORMAL METHODS b) INFORMAL METHODS
288 ¢ & |z s @
T H L Y] a e;n (=2 ¥} 1= Q ig]
ci o o ] [<l ] o o - a4 0 oa
o0& w £ ¢ OCw|oxs w© g @ 060
M oA m o N S R] Hm 0 ot H W H
bAd ~ Of b L] U= 4 00 O oo
[/ ] [ ] = o = (218 - ) i O = 0 & U od
{1) Could create discipline
problems. . . + . . s 0 o o+ i Y] 3 4 5 1 2 3 4 5 25-26
{{1) Fail to bring the best out )
of bright pupila. . . . « - 1 2 k] 4 5 1 2 3 4 5 27-28
(111) Make heavy demands on the
te@acher. . « « & = & & » = 1 2 ] 4 5 1 2 3 4 5 29-30
(iv) Encourage responsibility and
pelf~discipline. . - « . - « 1 2 3 4 5 1 2 3 4 5 J1-32
(v) Teach basic skills and con- 7
copts effectively. « - - - . 1 2 3 4 5 1 2 3 4 5 33-34
(vi) Encourage time wastlng or
day-dreaming. . . .« - - = s 1 2 3 4 5 1 2 3 4 5 35-36
(vii) Leave many pupils unsure of
Hhat to 59; E & = & = ® & = 1 2 3 ‘ 5 l 2 3 4 5 37"33
{vii1) Provide the right balance
betwesn teaching and 1 2 3 4 5 1 2 3 4 5 J9-40
individual work. = « « » s« «
(ix) Allow each child to develop ) . 7 7 )
his full potential. . - . - 1 2 3 4 5 1 2 3 4 5 41-42
(x) Teach pupils to think for ) ,
themselvas. . « « = = = = » 1 2 3 4 5 1 2 3 4 5 43=-44
 THANK YOU FOR COMPLETING THIS QUESTIONNAIRE B

IFf you would llke to sgks':dditlanil commants,

or slaborate on answers to our gquestions, or

to Fuggast Aspacts of the clagsroom we hive overlooked, plesse nake use of the space balow.

Wa should bs grateful For your comments,

ERIC :
Pz | EZESE)
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GENFIAL PATTERN OF OLASOROON ACTTVITTES ORSERVATION SCHEDULE

In st ong for

Ar Lhe name myasts, the sehadnle 1 desipned to provide an
Gverrall pleture of Lhe activitles within the ¢lass.  Recording includes
Ller oo o used, bhe content aron, and Lhe durablon and sequence
ol aotbybbivg,.

Iu the first grid the activitices with the teacher are racordel
while In the necond arid activities without active teacher participatlon
are recorded. The columns in each grid indicate the size of the group s
Indlvidual, Small (2-6 Pupils), Medium (7-12 Pwpils), Large (13-Whole
Class), and Combined Classes. Content areas are recorded within the

prids using the following symbols:

WoWrltlng  Scl=Sclence M=tusic
R=Readlng  S.S.=Social Studies A=Art

N:Numbers  P. E.=Physlcal Education I=Drana
R. E.=Religlous BMlucation F=Forelgn Language (French)

The specific actlvity for subjects such as Social Studles would be
racordrd Inslde parentheses (1se., "S.S.(R)" Lis the notatlion used when
the child is reading Soclal Studies material).

During the exploratory study vwe also specified the exact number
of puplls in the growp.

Imnnediately beside the grids, the tine at the beginning of
the 5-mimite observation period is recorded.

As one example, consider a 5-minute observation period during
which the teacher 1s giving a phonics lesson to 5 pwpils while 11 are
worklrg individually on their Soclal Studles projects (5 reading from
reference books and 6 writing in their booklets); 9 pwpils are working
$ndividually on number cards; 3 children are selecting the hymn and prayer

for Assembly; and 2 have been wlthdrawn from the classroomn for remedial

(o 29()




roadtws inatrietlions In the gectlon lubelled "With Teacher" under Lhe
rolumn Talolled "dmall (2~6)", the obgerver would wrlte 'SR' to deslgnate
Lhe pponics lesson and *?R(2T)Y to represent the remedial wlthdrawal
with the cxtra teacher. In the section labelled "Without Teacher"

under the column labelled "Individual', the observer would write

TONY, '5S.8. (R) !, and 65,5, (W)'. In this same "w:i,tﬁéut Teacher” sectlon
but undey the "8mall (2-4)" colwmn, the obmerver would write 'JRiE. 's

Any additlonul information such as curriculum material or frequency of

) . ) 1
remedial withdrawal would be written under 'Comments®.

1Shau1d two children leave the area for the library, say, they are
included in the "Without Teacher/Small (2-6)" tally until they return
to the teacher's area and obviously change growing. In other words,
the groupings of pupils who leave the teachexr's fleld of vision are
counted from her perspective rather than from any subsequent regrowings
that may occur without the teacher's knowledge. Should the teacher
congent to a regrowing with children outside her register growp, a
comment to that effect would be entered in that row of the obsexvation
schedule under 'Comments', but the tally would still refer only to the
pupils on her register.
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CENERAL FAPPREN OF CLASSROOM ACTIVITIES (OBSERVATTON SCHEDULL)

eE Fage "

W) thout, Teacher:

I

Hohool

i S £ S S TR R T

j 1

| =] U feacher o

b o O ———

Lol e 7

poa | Date 7

o 0 B -

! } 1 e

Y o Noo on Roll o

9 e
e o No. Present Today __
= I

. ¢ ES]

RN

it ¥ .
L v o | [Time | Commenty: -

|
e o . _i
o |
1 ) : i
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TNDIVIDUAL PUPTL SCHEDULE

Teacher

A

(Boy/Glrl) Date ___ -

ach type of group the chlld purticipated In during cach
quarter of the day. There will be nore than one tick 1f the child has
vorked al differenl subjects or in dif ferent types of groups. For your own
Lt may be easler to complete the form during breaks immedlately
Our interest is in the types of activitles
in which children are involved during the day. It 1z not in the specific
ohild. So if the child 1s behaving atypically during the day of observation
Pleane feel free to add any comments that

seheol - o

Pup il . ) -

Pleane blek o

convenlence,
followlrng wach part of the day.

Lhils 1y nol cpuse Dor conccri.
you wich.

AT Commencement Lo o
A M. Break:

Studies
Bducation
Education

| Physical
Foreign
| Languages

 Religiocus

Music
! Art
Drama

T Writ
| Reading
kbl
' Science
! Socizl

With Teacher
Individual ] (SR U R AU N S— ol
small prowp (2-6 puplis) SRR AR AR A SR AR A SO
Medtum " (7=12 " ) o e , RN A B
LarFe " (13-Class) [ R N N B

Conbined Classes
Without Teacher

Individual SN R R A

Small grow (2-6 pwils) | _

Medium " (7-12 " ) L N N R B
Large " (13=Class) . A R S o

Comblned Classes I R B

End of A.M. Breask to
Dinnertime:

With Teacher I A
Individual
small grow (2-6 pwils) | | 1

Medlum " (7-12 " ) | 1 L .
Large " (13-Class) R R I P R N

Combined Classes , [ AR AN SRS S SO R M-

Without Teacher
Individual A I e L
small growp (2-6 pwpils) | __ | | L 1. N
Medium " (7-12 " ) L | .

Large " (13-Class) S I D I S S

Comblned Classes , ) S I
904
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TNDTYTDUAL PUPTL SCHEDULE
Tencher , - e

__(Boy/cir1) Date ____

:‘;l"lu)iirl

Puptl

g
LS
Languages

{nez

P.M., Commencement to
F"i MI HI_‘EFIR H

Education

1
rbers
Studies
Eduration

Fasic
Lrt

| Drama
Foreign

i
a
"y
2
| Social
 Physical
| Rsligious

B
Yo
s

With Teacher
Individual o 5 R (S ERR AN DR NN S R A
Small group (2-6 puplls) L
Medtum v (712 Yl o4 b
Liargoe " (13-Clags) o | 1

Combined Classes ) o U N D S N

Without Teacher
Individual e I R I NN . e
Small growp (P=6pwpdds) | |+ | L ool
Medium " (7-12 v )L . L R ISR S I
Large " (13-Class) o _ e - IS ISR R N S

Comblned Classes o . R R S —l

End of P.M. Break to

Hometime:

With Teacher IV
Individual [ IV S A R R A i By

Small growp (2-6 pupils) I I I ! M A S

Medium " (7-12 “ b .+ o 0 b 1 _
Large " (13-Class) [0 IR I R T S R U NN N

Combined Classes N I I S B i N A S

Without Teacher
Individual [ IR IR ) — SN SIS NS S —
Small group (2-6 pupils) g | - . . R
Medium " (7-12 " )L | o e I I S R R
Large " (13-Class) |__.| . N R S R R A

Comblned Classes N ) N I SO N _

Comments:

[
o




APPENDIX 1T
INSTRUMENTS: STUDY THO™

A. Walberg and Thomas Teacher Questionnalre svecevesiorsvsoces 255
B, Walberg and Thomas Observation-Ratlng Scale sevesvesearense 257
C. Growing, Framework, and Movement Observation Schedule
Instructions for Use sevsssnrasninnssnssssenssnssisvnananss 259
Qbgervation Schedule sesevsnrasntnssssssasansosssssssnssnne 262
D, Language Observation Schedule
Instructions for Usge SesasanraiNRNs eGP RINI O RIFOEER sy 263
Dbﬁervatiﬂﬂ Schedule seseninans VR BRI B Easdsdns e ARl sn s Es 266
E, Pupil Interview Schedule 7
Instructions for Use cesessnrasnirassssssssassronssassscsns 267
Pu@ills Pércéptigﬂ of School (IntEIViEW) IR AT 268

1The Peaching Styles Questlonnalre was also used in Study Two. A copy
of the instrument is included in Appendix I, pp. 241-248.
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WALDBRRG AND ThOMAG TRALALR UL LTLVANALIL

Teacher 7 Sehool o Date

R

Tnstrueblong o For anch of the followlns ababements, please elrele Lhe mber

dhloh most closely exprecses your estimabe of the extenl to which the
atatement, 1s Lrue of your own classroom. I the statement 1 abgolutely not
the cane, clrele "1"; i 1t is very minimally true, choose ", If the
statement cenerally describes your classroo, chooge "3'"; W AL 1o

absolutely tre choose "
) Q =
D 4
l.l): hQ
ie o8 o3 ER
gu o4 B AR
e R R
d A @ G

1. Texts and materials are swpplled in class sets so that 1 2 3 4

all children may have thelr own. .

2. EBach child has a space for his personal storage and the 1 2 3 4

major part of the classroom is organlzed for common use. ' )

3. Materials are kept oub of the way until they are 1T 2 3 4

Alstritmted or used under my directlon. - -

i, Many different activitles go on simultaneously. 12 3 4

5, Children are expected to do thelr own work without 1 2 34

fretting help trom other children.

6. Manipulative materials are supplied in great diversity 4 3 34
and range, with 1ittle replication. ’ :

7, The day 15 divided into large blocks of time within 1 2 3 4
which children, with my help, determine thelr own routine. i
8. Children work individually and in small groups at 1 2 3 4
various actlvities. '
?. Books are supplled in diversity and profusion 1 2 3 4
including reference books, children's 11terature). S
10, Children are not supposed to move about the room 1 2 3 4
without asking permission. o
11. Desks are arranged so that every child can see the 1 2 3 4
blackboard or teacher from his desk.
12, The environment includes materials I have developed. 1 2 3 4
13. Common envlronmental materials are provided. ' 2 3 L
14, Children may voluntarily use other areas of the 1 2 3 b
hullding and schoolyard as part of thelr school time. -
15, Our program includes use of the nelghborhood. 1 2 3 4
16. Children use 'books" written by their classmates as 1 2 3 b
part of their reading and reference mnaterials.
17. 1 prefer that children not talk when they are supposed 1 2 3 4
to be working.
18, Children voluntarily group and regrouwp themselves. i 2 3 4
19. The environment includes materials developed or 1 2 3
supplied by the children. ]
20. I plan and schedule the children's activities 1 2 3 b
through the day. ' -
21, I make sure children use materials only as instructed, 1 2 3 b
22. 1 growp children for lessons directed at specific needgs 1 2 3 4
23, Children work directly with manipulative materials. 1 2 3 4
O
ERIC .
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. a
Pencher £

e e PR Sy e e A e e e

ol Mabortals are peadlly accescible to children.

e J;uﬂwmgapunmmﬂm;MMMQMWub¥eﬂmﬂumﬁAM
enabl e ol iTdean bo use Blome productlvely and o value
Lhetr work and learn)ne.

600 T noe best yesulbts bo erowp chlldren In reading
nnd/mr math,

7. Ontldren oxpoct me Lo correct all Lhelry works

2P L hase mr Inetruction on each individual child and hiz
interaction with materials and equipmenta

29, T give shlldren tests to find out what they know.

0. The emotlonal climate 1s warm and accopting.

1. The work ¢hildren do is divided into subject matter
AL

32, My levsone and assigmments arc glven to the class as

i1 Wholc.

33. To obtain dlagnostic information, T vbserve the speclfic
work or concern of a child closely and ask immediate,
experlence-baged quegtions.

e, I bage my ingtruetion_on currlculum guldes or the text
books tor Lhe grade level I teach.

35, T keep notes and write individual higtorles of each

child's intellectual, emotional, and physical developnent.
36. 1 have childwen for just one yeaXrw

37. The class operates within clear guldelines, made

38. I take care of dealing with conflicts and disrptive
behavior uwithout invelving the group.

39. Children's activities, products and ldeas are reflected
abundantly about the classroom.

40, I am in chavge.

1. Before suggesting any extension or xedirection of
activity, I give diagnostic attentlon to the particular
child and hlg particular activity.

42, The children spontaneously look at and discuss each
other's work.

3, I use tests Lo evaluate children and xrate them in
comarlson to thelr peers.,

My, T use the agsistance of someone in a supportlive advisory
capaclty.

b5, T try to keep all children within my sight so that I
can be sure they are doing what they are supposed to do.

tg. I have helpful colleagues with whom I discuss teaching
ideas.

b7, T keep a wollection of each child's work for use in
evaluating his development.

48, Evaluation provides information to gulde my instruction
and provisioning for the classroom.

=

49, Acadenic achlevement is my top prioxity for thechildren.

50. Children are deeply involved 1n what ‘they are doing
through the day.
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VDY AL LU =Nl LIRS wRandtdd

'I“‘vl{‘}"'?‘ - L 3 :il")r/‘j.

Sohiool

b o n ad matortals are suppliod o elaps ool co Wb
1T eh Ve may have Lhelre own,

Ce el DT hes oo epewee For bls personal sbornge and Lo
mejor pavt of Lhe elaostoon Lo orranlond for conmon 1uses.

Y. Matervials are kepl oul of the way unbll they wre
diotrialed or used under the teacher's directlon.

. Many different activities go on simultaneously.

5, Children are expoeted to do thelr own work wlthout
pabtingr help “ranoother children.

(o Mantpnlative malor! =4 are supplied in great diversily
and ranee, Aith LibUle replication.

7. Day 15 divided into large blocks of time within whilch

onldren,wlth the teacher's help,determine thelr own routinc.

., Children work individually and tn small groups at
vartone qebivitlen.

G, RBookn are cuppliod T divers! by and profusion
(1neludinge reforenee, children's literature).

10. Children are not sipposed to move about the room
wlthout asklng permission. g
11. Decks are arranged so that every child can see the
blackbourd or teacher from his desk.

12, The environment includes materials develuoped by the
teacher.

13, Common envirenmental materials are provided.

14, Children may voluntarily make use of other areas of the
bullding and schoolyard as part of thelr school time.

15. The program includes use of the neighborhood.

14, Children uce "books" written by thelr classmates as part

of thelr reading and reference materials.
17. Teacher prefers that children not talk whan they are
cuppoced to be workling.
19.  Children voluntarily grouwp and regroup themselves.
19. The environment includes materials develvped or
supplied by the children,
20. Teacher plans and schedules the children's activities
through the day.
21. Teacher makes sure children use materials only as
Inctructed,
52, Teacher growps children for lessons directed at
specific needsz.
23. Children work directly with manipulative materlals.
2, Materlals are readily accessible to children.
25, Teacher promotes a purposeful atmosphere by expecting
and enabling children to use time productively and to value
their work and learnirg.
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WALBERC AN THOMAS OBSERVATION-RATING SCATE

Teacher e ) 258, §’
School _ e 4

Ly
26. Teac her uses tent resudts Lo group children for readinys 1
and /or= ma th,
27, Chldren emect the teacher to correct all their work. 1

DR, Trac ler bases her lnstxuction on each individual child 4
and his Lnleraction with materials and cguipnent.

29. Teaclor gives chlldren tests to £3nd out what they know. 1

30. The enotional climate is sarn and aceepting, 1
31, The wrk children do 1sdivided Into subject matterx ]
Are 45e

32. The 1icacher's Jessons and acsigmments are glven to the 4
class as awhole,

33, To obtain diagriostic irformation, the teacher closely
observes the specific work or concern of a child and asks
inmedi ate , exp erlence-based questiorns.

3, Teac her bases her instxuetion on currleculum guldes or 1
text ook s for the grade lewvel she teache s

3% Tmc her keeps rotes and wrltes Indlvidual historles of 4
cachehild's 1ntellectual, enotional, and physlcal developments

30, Te:acher has children for a pexiol of Just one year. 1
37. The <lans operates within clear guldelines, made 1
~p e dt, 4
S, Teacher takes care of dealing with conflicts and 1
dlsnp tive behavior without involving the group.

39, Chlldren's activities, grsducts, and ldeas are 1
reflec ted abundantly about the classroon, '
), The Heacher i3 in chargo. 1
4l. Beforo suﬁgestimg aﬂ ertension oxr redlrection of -
activity, teachir gives dlagnostic aitention to the 1

partlewar child and his parxticular setlvdty.

42, The <hlldxen spontaneously look at ard discuss each 1
other® g wark. ' '

* 03, Toacdor uses tests 1o evaluate chkldyen and rate them 1

1n compardson to thelr peers,
i, Tachor uses the asslstance of soreore in a supportive,

advisory apacity. 1
L&—?; Teachor txles to keep all children within her sight so 4
thatshoc an make maxe theyaxe dolng what they sre supposed to do
46, Teichor has helpful colleagues vith whonm she discusses
teachl g, '
47, Techr kemps a collection of ewchchild's work for 1
use ln ovaluating his development «

48, Techr viws evaluation as Anformation to gulde her 1
1 nstructl on and provisioning for the clasgrooms

9, Acadenic achiewvenent im the teacher's top priority 1
for the chlldren, |
50, Children are decply involved ln what they axe dolng. 1

*[tomss probably xoequlxring teachex interviow.
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GROVPING, FRAMEWORK, AND MOVEMENT OBSERVATION SCHEDULE

Ingtroetlons for Use

[ —————————-

Al the top ldentifying Information is given: Teacher, School, Date.

3,?:,@,1: P i?g'
The left-hand side of the form is a grid with columns representing

rour ¢rowplngs with the teacher (individual, small growp, large growp,
and comblned clacges) and two growpings without the teacher (individual
and grll growp).  The rows represent the first two minutes of cach five
minute observation period. Operational definitlons of these six

srow Ingn are:

Nith Teacher/Individual ineludes any context in which the pwpil recelves
Iniividual consideration (either cognitive or affective in content) when
he ic not obviously a menber of another functioning grow. (¥hen the
teacher dlrects a question to one pupll during a class discussion, this
w111 be Large Growp since the context for the comments 1s the class.
Bqually, when the teacher focusses attention on one pwil durirg a

small group lesson, this would be considered Spall Growp--agaln
renenbering the context.)

Nith Teacher/Small Growp refers to a growp composed of 2 to 6 pupils
Worklng wlth the teacher., Snall growps will be further characterlzed as
Owzanizatlonal (0) or Pupil Planning and Problem-solving (P). An
organizational group is largely instructional in orientation with the
Leacher structuring the situatlon and generally assigning a task which
21l pwpils at one table or in that one group will complete individually
wilh no major pipil consultation, It ia likely that there will be
qmuention-ansunr sequences with the teacher during the instructional
nerlod and that there will be some pupil-pupll interacllon during the
rubsequent 1ndividual pupll work on the teacher-set task., Thls teacher-
dominated instructional setting ls markedly different from the small
prowps characterlzed by pwpil planning and problem-solving where the
teacher's role changes from instruction to guldance and where the pwpills
affect thelr own activity in any of several ways (1.e., pace, topic,
naterinls) .

With Teacher/Large Growp designates growps composed of from 13 pwplls

to the entire class. This situation includes for example, class
discusclon, question-answer sequences, and teacher instructions for pwpil
tasks. Once the pupils are working Andividually on an asslgnment given
to the large group, the categorization changes to Without Teachex/
Individual. With Teacher/Large Growp includes gessions when classes are
reaxranged (team teaching), but one teacher still has the equivalent of
only one register group., The 'comment' sectlon would include a

reference to the regrowpings .
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rersliter mroup. 1f morc than one teacher is work..g with the pupils,
designate hy 2T, 3T, and so on.

Hth Tﬁﬂﬂl{‘ﬁ"&éﬁﬂ){hi‘d Clasges refers to ofroups larser than one

it hout T,egche:/Ina{ividual is used to stand for the puwpil working on
hls own. - -

yithout Teacher/Small Grow designates groups composed of 2 to 6 pwpils
working without active teacher participation. Again, 'O is used to
indicate organizational growings in which the teacher has set all
dlmensions of the task. There may still bte pupil-pupil interaction:

{ts function might be to clarify the task, to help a classmate with a
gecific difficulty, or to socialize. 'P' is used to indicate growpings
in which the pupils have plammed and are executing, or are planning,
some phases of the activity.

Farune work

Movins toward the right, a second grid ls used to tick the occurrence
o€ a teacher Cramework which provides the pwpils with opp ortunities for
cholce in Timing, Partners, Location, Content, Activity, or Materials.:
T4ning refers to the sequence, pace, and/or duration of the actlvity.
Partniers notes hls selection of working cormanions; location refers to
t¥e pwil selecting where he will actually work. Content indlcates that
t¥e pwpil decides in which discipline he will work; he may, for instance,
dsclde to begin with math rather than reading. Activity designates pupil
selecilon within the discipline specified by the teacher; for example,
he may be alloved to declde whether to read or write about his toplec or
whethor to palnt a picture or bulld a moded. Materials is used to
reresgnt £he child's selection of media. It 1s likely that some of these
c ategories will occur together. Totally fxee choice is indicated by a
tick in esch column,

Mter the growping and framework grids cones a colunn to Tecord
the tine at the beginning of the 5-minute cbservation pericd and a
spice to write comments to clarlfy or augment the data. Content areas
ate indicated in the 'comment' space at the beglnning of each activity

or set of actlivitiles. s
301



At the bottom of the form is a movement rating scale designed for
completion immediately Tollowing the observation periods. This allows
for the categorization of pupil and teacher movement along a U4-polnt
scale Trom 'no ocecurrence' through 'infrequent' and 'moderate’
occurrence to 'frequent' occurrence. ‘Infrequent' is arbitrarily set
as 2 or fewer occurrences; 'moderate' as 3 or more occurrences; and
'frequent' as indicative of a general, accepted classroom pattern.

There are five types of pupil movement. The first is movement
to the teacher for any purpose from any location. The other four are
for the purpose of interactlon with classmates aﬂd/ar for provisioning. *
This movement nay be limited to withinthe pupil's quadrant in his class,
to within the base area/classroom, or may extend tp elsewhere in the
bullding, or out of the building. These five types of movement may
occur under three conditions: under teacher direction, with teacher
permission, or at the puwpil's discretion. Thus, there are 15 ltens
rating pupil movement.

Five items rate teacher movement, The teacher may 1) remain at
her desk, 2) remain in the front of the room, 3) move to specific pwpils,
1) circulate from table-to-table or group-to-group, or 5) move to

swpervise activitles outside the xoom,
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CROUPING, FRAMEWORK, AND MOVEMENT OBSERVATION SCHEDULE

Teacher School Date )
With Teacher W/o T, | | Framevwork
I[sq c|cch pT sc J T [P |L [C |A [M] |Time! Comments .
g &
o = Q @ 4+
88 o » : g o % 5
S p g 9 H 2
= B 2 & o ¢
(EE S SRR
Pwpil Movenment 09 Y B § Teachex Movenent =E H & &
Teacher Direction: £8 A = & own desk - 1 2 3 4
to teacher 1 2 3 4 front of room 1 2 3 4
within quadrant 21 2 3 4 to individual pupils 1 2 3 4
within room 1 2 3 4 ciroulates tables/growps 1 2 3 4
within building 1 2 3 4 supexvision outside room 1 2 3 4
out of building 1 2 3 4
Teacher Permission:
to teacher 12 3 4
within quadrant 1 2 3 4
within roon 1 2 3 4
within building 1 2 3 4
out of building 1 2 3 &4
Pup il Discretion:
to teacher 1 2 3 4
within quadrant 1 2 3 4
within roon 12 3 &4
within building 1 2 3 4
out of building 1 2 3 &4
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LANGUAGE OBSERVATION SCHEDULE

Lnstzuctions for Use

Tdentifylng information including school, teacher, date, pupil
name, and cpace to record some identifying characteristic of the child
Lo be observed are completed at the top of the forn. The designation
Yboy /irl; 1/2' is also glven to facilitate rotated observation. The
mlddle of the form ig comprised of two identical grids each with three
coluwmns representing: 1) Initiation of verbal interaction, 2) Continu-
ation, and 3) Comments. Grouping and subject area are indicated in the
margin, The comment section is reserved for as much of the verbatin
Lnteraction as it is possible to gather, primarily to illustrate the
flavour of the exchange. The progression down the rows of the grid
indicates the sequence of Interaction. At the conclusion of each
verbal sequence a short horizontal line extending into the nargin is
drawn, though generally it is easy to determine the length of the
cxchange by noting the next initiation, To indlcate the end of the
three ninute observation period, a double lime is drawn across the
bottom of the row designating the last utterance,

Inside the grid, four types of information are recorded. First,
the speaker ls designated as elther Teacher, Target Pwpil, or Classmate.
Second, verbal utterance is categorized as elther Statement, Question,
gﬂaluaticn, Soclal (referring to non-instructional comments), or Not
clearly heard ('?')s Thixd, the utterance is further categorized as
Objective or Subjective; since nost classroom utterances are objective,
this is assumed and not marked. The subjectlve utterances are marked.,
and fourth, the person or group toward whom the ytterance is directed

is noted as Teachex, target Pwpll, indlvidual Classmate, the entire

304

o)



2&".

Small Growp, or Large Growp. If a sequence of utterances 1s ldentical

in each of these respects (e.g., Teacher Statements to a Large Growp),
instead of repeating the notation in the next row, one dot is made in

the hox beside the first notation for each subsequent identically
categorized utterance. Dots can be talllied at any’late: 2~ rememberlng
to add the initial notation to the dot count; notation plus nine dots

is equlvalent to ten utterances. A word of caution: only one

wtierance initiates the interaction, In the example of Teacher Statements
to a Large Growp, 1f the teacher continues talking, the record switches
from the Initiation to the Continuation column with dots used from that
point on to indicate her continued speech. The initiation column

should have no dots!

At the bottom of the form are scoring grids to facilitate data
analysis. There are three grids under Initiation and three under
Continuation; in each case one is for teacher data, one for target pupil
data, and the thixd is for the other clasemates. The colunns of all six
grids represent the categories Statement, Question, Evaluation, Social,
and Not clearly heard. The rows for the teacher grids represent the
objective utterances to the target pwpll, to a small group lncluding the
target pupil, to his classnates, to a large grouwp, and the summed total
of objective utterances followed by identical rows for subjective
utterances.

The rows for the target pupll grids represent objective utterances
to the teacher, to a small growp, to his classmates, to a lgrge grow,
and the summed total of objective utterances followed by identlcal rows
for subjectlive utterances. The rows for classmates are more numerous,

representing objective utterances to the teacher, to the target pwpil,
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to a small growp including the target pwpll, to other classmates, to
a largec grow, and the summed total of objective utterances followed

by ldentical rows for the subjectlve utterances.
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PUPIL, INTERVIEW SCHEDULE

Instrictions for Use

The pupil interview is facilltated by a tranqull atmosphere away from
the distractions of the classroom and from the possible censorshlp of
listening classmates or teacher. Walking from the class area to this
haven, it is important to establish a comfortable rapport with the pupil
showing interest in him and the school and assuring him that the investi-
gator appreciates his cooperation, will return him shortly to his classroon,
and that the investigator has been/will be talking with other pupils as
well. This adjustment period continues until the child is at ease enough
to begln responding to guestions.

The interviewer explalms his purpose and then progresses through the

schedule, recording each child's responses as he makes them and clarifying

the format "Is ___ more 1lke work or more llke play?" Comments given in
parentheses on the recording form are elther possible prompts or reminders

that labels (e.g., 'soclal studies') are not standard across schools. This

f1rst section should be imtroduced with the followlng explanation:

I've been visiting your class today, but I won't be able to see all
the different sorts of activities you do and I won't have time to
meet all the childran. I'd appreciate it if you would answer some
questions for me.

In some of the other schools I've visited, some of the pupils have
thought an activity was more like work, others have thought it was
more like play, and some have sald they didn't have that activity in
their class, I would 1lilke to ask you about the same activitles.
Could you tell me then, if you do them in your class, whether you
think they are more llke work or more like play?

Do you mind if I tape record what we're saying so I can listen back
this evening Af I mlss something?

The second section (page two of the schedule) follows on directly from
the first.

The interview 1s tspe vecorded to allow for checklng at a later time.
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PUPIL'S PERCEPTION OF SCHOOL (INTERVIEW) Pupil ,
Work <wwm~=> Play ' Teacher
1 2 3 4 5 (1.) painting School
1 2 3 4 5 (2.) 1istening to (teacher) read a story
1 2 3 4 5 (3.) naths
1 2 3 b 5 (4) writing a story
1 2 3 4 5 (5) caring for pets in school (feeding & cleaning)
1 2 3 4 5 (6.) neasuring
1 2 3 4 5 (7.) reading to (teacher)
1 2 3 4 5 (8) noney (plastic coins)

What do you do with money in your class? _
1 2 3 4 5 (9.) writing in your topic/project booklet
1 2 3 4 5 (10,) recording weather
1 2 3 & 5 (11.) sewing (embroldery & knitting)
1 2 3 b 5 (12.) reading with other children

When do you read wilith other children? -
1 2 3 4 5 (13.) model making
1 2 3 b 5 (1k) writing
1 2 3 4 5 (15) reading (social studies) silently to yourself
1 2 3 4 5 (16.) English

What activities do you do in English?
1 2 3 4 5 (17.) doing suns
1 2 3 4 5 (18,) reading s story silently to yourself
1 2 3 4 5 (19.) (social studies) ’
1 2 3 4 5 (20.) learning to tell time
1 2 3 4 5 (21.) Are tests

Do you have teste? ____  Which subjects? ____
1 2 3 4 5 (22.) art
1 2 3 4 5 (23.) groving plants in.school
1.2 3 4 5 (2b.) reading
1 2 3 4 5 (25.) handwriting
1 2 3 4 5 (26.) science

You sald that ___ was ‘work'. Why is it work?

. You sald that ___ was 'play's Why is 1t play?

e —
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Yes <==> No leacner _

1 2 3 4 (1.) When you're doing numbers School __
: will everyone else be doing numbers

and when you're dolng art will everyone else be doing art?

1 2 3 4 2,) When your classmate doesn't know how to do something, ls
it cheating if you help him/her?

1 2 3 4 (3.) Do you choose where you want to sit?

1 2 3 4 (4,) Must children in your class ask permission tefore they
leave thelr seat to get something they need?

1 2 3 4 (5) Does (teacher) ever ask 1f you like someone #lse's story?

1 2 3 4 (6,) May children in your class talk quietly with the pecple
beside them?

1 2 3 4 (7.) Do some pwpils do harder work than others do? (Or do
you all do the same?)

ol

4 (8.) Do your classmates ever ask you if you like their work?
4 (9.) Does (teacher) tell you who you must work with?
(10.) May pwpils ask questions? (to the teachex)

T

4 (11.) Do you ask questions?

4 (312.) Must children in your class ask permission before they
leave the room to go to the toilets?

]

e
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1 2 4L (13.) Do you ever work on your own?

1 2 4 (14.) Do you ever work with a partner?

1 2 3 4 (15.) Do you ever work with a few classmates?

1 2 3 4 (16.) Do you ever have lessons that the whole alass does together?
. Which ones? __ e ——————

1 2 3 4 (17.) Do you ever work in a big growp with children from other

classes added to yours?

. 2 3 4 (18.) When (teacher) asks a question, does she/he always know
: the answer?

1 23 4 (19.) If you try, can you do the work at school?
1 2 3 4 (20,) Do you ever ask your classmates questions when you're working?
1 2 3 4 (2L.) Do you ever choose what activity you want to do?
1 2 3 4 (22.) Does (teacher) ever ask if you like someone else's
pleture or nodel?
2 3 4% (23.) Does (teacher) tell you when to do a partlewlar activity?

2 3 4 (24,) May you choose how long you'd like to stay worklng on
an activity?

1 2 3 U4 (25) When (teacher) asks a question, 1s thers omly one right

answer?
2 3 4 (26.) Do you have groups?
2 3 4 (27,) 1Is there a top growp?
2 3 L4 (28.) When you have groups, does (tegshgr) decide who's in
the growps?
1 2 3 4 (29.) For doing well in school, is hard work ox geod luck

hw 8l  most important? 7 7
2 3 4 (30.) Pwplils sometimes work on thelr D%ﬁ; or with a par%ner. or

Witk a Few clasemates, or with the whole clgss togather, which
do you do most of the time? 910 '
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